An Analysis of Hope and Future Orientation in the Context of School Climate in Mongolian Secondary Schools by Diaz, Jaime
Western Washington University 
Western CEDAR 
WWU Graduate School Collection WWU Graduate and Undergraduate Scholarship 
Summer 2021 
An Analysis of Hope and Future Orientation in the Context of 
School Climate in Mongolian Secondary Schools 
Jaime Diaz 
Western Washington University, diazj008@gmail.com 
Follow this and additional works at: https://cedar.wwu.edu/wwuet 
 Part of the Psychology Commons 
Recommended Citation 
Diaz, Jaime, "An Analysis of Hope and Future Orientation in the Context of School Climate in Mongolian 
Secondary Schools" (2021). WWU Graduate School Collection. 1046. 
https://cedar.wwu.edu/wwuet/1046 
This Masters Thesis is brought to you for free and open access by the WWU Graduate and Undergraduate 
Scholarship at Western CEDAR. It has been accepted for inclusion in WWU Graduate School Collection by an 
authorized administrator of Western CEDAR. For more information, please contact westerncedar@wwu.edu. 
 
 
An Analysis of Hope and Future Orientation in the Context of School Climate in 






Accepted in Partial Completion 
of the Requirements for the Degree 
Master of Science 
 








Dr. Diana Gruman, Chair 
 
 
Dr. Barbara Lehman 
 
 
Dr. Christie Scollon 
 
 











In presenting this thesis in partial fulfillment of the requirements for a master’s degree at 
Western Washington University, I grant to Western Washington University the non-exclusive 
royalty-free right to archive, reproduce, distribute, and display the thesis in any and all forms, 
including electronic format, via any digital library mechanisms maintained by WWU. 
 
I represent and warrant this is my original work, and does not infringe or violate any rights of 
others. I warrant that I have obtained written permissions from the owner of any third party 
copyrighted material included in these files. 
 
I acknowledge that I retain ownership rights to the copyright of this work, including but not 
limited to the right to use all or part of this work in future works, such as articles or books. 
 
Library users are granted permission for individual, research and non-commercial reproduction 
of this work for educational purposes only. Any further digital posting of this document requires 
specific permission from the author. 
 
Any copying or publication of this thesis for commercial purposes, or for financial gain, is not 











An Analysis of Hope and Future Orientation in the Context of School Climate in 







A Thesis  
Presented to 
The Faculty of 






In Partial Fulfillment 
Of the Requirements for the Degree 
Master of Science 
          












Hope and future orientation are impactful aspects of adolescents’ lives that are key in helping 
students to reach their goals. School climate is connected to the development of adolescents’ 
sense of hope and future orientation. Additionally, the conceptualization of hope and future 
orientation has varied, with some researchers describing the two as separate but related 
constructs or one single construct that encompasses both. In Mongolia, school climate research 
and research on hope and future orientation are still in their early stages. Using data from 
Mongolian adolescents (N = 1,507) collected in schools in three major cities (Ulaanbaatar, 
Erdenet, and Darkham), we expand on these current gaps in the literature and discern whether 
support from school personnel may be a component of school climate. To examine the factor 
structures of hope and future orientation and then school climate we conducted EFA’s and 
CFA’s then used SEM to establish the school climate relationships to future thinking, a 
combined construct of future orientation and hope items. The results indicate that hope and 
future orientation did not represent two separate constructs for these Mongolian adolescents, but 
rather were singular factor of future thinking. Of the six school climate dimensions, Cultural 
Acceptance did not load as a school climate factor, but the newly introduced factor of school 
personnel support did. However, only four of the five loaded school climate factors were 
significantly related to future thinking. This study establishes a growing foundation of research 
for school climate, future thinking, hope, and future orientation. 
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An Analysis of Hope and Future Orientation in the Context of School Climate in 
Mongolian Secondary Schools  
Developmental researchers within the field of positive psychology have placed a 
significant emphasis on adolescents’ capacity to look towards the future (Greenspoon & 
Saklofske, 2001; Seligman & Csikszentmihalyi, 2000; Tennen et al., 2002). Adolescence is a 
sensitive period for growth and development typically between the ages of 10-19, wherein 
adolescents begin to deeply reflect on what they want in life. While personal dreams and future 
goals are something they have mulled over or at the least given some thought during childhood, 
it is during adolescence that these prospects begin to feel like possible realities. Adolescents 
assess their resources and try to discern their academic and career goals as well as planning the 
steps needed to achieve their goals. Whether or not these goals are objectively probable, this 
formed understanding of what they want most out of their future becomes a central source of 
motivation for their present and future prospects. Furthermore, every step taken to reach said 
goals further stokes their desire to succeed and eventually reach the end of their envisioned path. 
This perspective towards the future and goals is often referred to as hope.  
For decades now, research on the subject of hope has established it is a positive factor for 
adolescents (Jiang et al., 2013; Valle et al., 2006). Some of the common advantages associated 
with hope include a higher likelihood of accomplishing personal goals and generally positive 
well-being (Snyder, 2002). On a tangible level, hope in adolescence has been linked with high 
grades in middle-school (Marques et al., 2011), high-school (Ciarrochi et al., 2007), and college 
(Gallagher et al., 2016; Snyder et al., 2002), interest in developing skills related to their 
academic- and career-interests (Kenny et al., 2010; Sung et al., 2012; Wilkins et al., 2014), and 




especially during adolescence, hope is a significant factor contributing to positive goal-oriented 
outcomes. 
Future orientation, a related goal-oriented construct, shares theoretical similarities to 
hope. Nurmi (1991) prefaced in their review of adolescents' future thinking that future 
orientation is a major aspect of young adult’s lives as they are faced with a host of tasks and 
decisions that influence their lives as adults. How they expect their futures to play out affects the 
extent to which the commitments they make and the experiences they choose to explore are 
related to their future-oriented interests (Klimistra et al., 2009). All these actions then contribute 
to future outcomes (Johnson et al., 2014; Robbins & Bryan, 2004) either directly or indirectly 
through causal sequence of changes stemming from their future oriented-related thoughts and 
actions (Chua et al., 2014; Jackman & MacPhee, 2017; Stoddard et al., 2011). Furthermore, 
adolescents who exhibit high hope or future orientation share similar positive academic 
outcomes, such as high achievement (Ciarrochi et al., 2007; Fredrickson, 2001; Negru-Subtirica 
& Pop, 2015) and engagement, as well as positive mental and emotional skills, such as better 
coping skills.   
Overall, research indicates that having more hope and future orientation during 
adolescence appears to be related to positive outcomes. Little research has been conducted on 
how these two constructs relate to each other or on how they may impact the lives of youth. 
Some studies have suggested that hope and future orientation are separate constructs (Shek et al., 
2016) while other studies have referred to hope as a component of or contributing to a student’s 
sense of future orientation (Archer et al., 2019; Bryant & Cvengros, 2004; Fowler et al., 2017). 
One of the aims of this study is to determine if hope and future orientation should be viewed as 




A majority of empirical research on adolescent hope, future orientation, and youth 
outcomes have been conducted in large, high-income Western countries such as the United 
States of America (USA; Bryce et al., 2019; Padilla-Walker et al., 2011; Van Ryzin, 2011), 
Canada (Pratt et al., 2001), or Australia (Atwell et al., 2009; Ciarrochi et al., 2015). However, in 
recent years, international empirical interest in hope and future orientation has grown. Examples 
of this increased interest include a variety of countries such as Spain (Pulido-Martos et al., 2014), 
Portugal (Marques et al., 2009), Croatia (Merkaš & Brajša-Žganec, 2011), Mexico (Piña-Watson 
et al., 2015), Serbia (Jovanović, 2013), South African regions (i.e., Northern Cape, Eastern Cape, 
Free State, etc.; Savahl et al., 2015; Savahl, Adams, et al., 2020; Savahl, 2020). In Asia, this 
includes countries such as China (Lei et al., 2019; Ling et al., 2016; Ling et al., 2021; Nazam & 
Husain, 2021), Hong Kong (Du et al., 2015), Korea (Choe et al., 2020; In, 2016), Japan (Kato & 
Snyder, 2005) Indonesia (Haroz et al., 2015), and Singapore (Bailey & Snyder, 2007; Chang, 
2003). Mongolia, an East Asian country located between China and Russia is one country in 
which research on adolescent experiences and state of being, such hope and future orientation, 
have not been investigated. Another aim for the present study, then, is to shed light on the 
relevance of the presence of hope and future orientation for Mongolian youth. 
Several contextual factors appear to influence how adolescents view their present 
circumstances and their future prospects (Ling et al., 2016; Parker et al., 2015; Seginer & Halabi-
Kheir, 1998; Stevens et al., 2014). In addition to factors like country of origin or cultural 
upbringing, environmental contexts such as school can be a prominent and influential context in 
the lives of adolescents (Chen & Vazsonyi, 2013; Hui & Sun, 2010; Ling et al., 2016). Outside 
of the home, adolescents spend a considerable amount of their time at school and naturally the 




and academic development (Van Ryzin, 2011). For example, prior research has shown that 
supportive relationships with teachers and peers and feelings of safety are imperative for positive 
development and adjustment to school (Aldridge et al., 2018; Jia et al., 2009; Wang & Degol, 
2016; Way et al., 2007). Factors such as these are often referred to as school climate (Aldridge et 
al., 2018; Wang & Degol, 2016). Adolescent perceptions of the school climate appear to play a 
major role in their personal development and future success (Aldridge et al., 2018; Wang & 
Degol, 2016; Wilson, 2004). 
Given these findings, exploring the relationship between different school climate factors 
such as teacher support, safety, peer acceptance, rule clarity, help-seeking behaviors, and 
student-school personnel relationships and adolescents’ hope and future orientation is warranted 
(Shek et al., 2017). Several studies have explored select dimensions of climate such as school 
belonging (Dixson, 2020; Wong et al., 2019) and teacher-student relationships (Alm et al., 2019; 
Archer et al., 2019) but a comprehensive exploration of various dimensions of climate and 
student hope/future orientation has not been undertaken.  Furthermore, even less is known about 
how these relationships play out in smaller, non-Western countries like Mongolia. Identifying the 
aspects of school climate with the strongest associations with students’ hope and future 
orientation can inform the design of effective interventions to improve youth outcomes in 
schools and in life. As Wang and Degol (2016) noted, this work allows us to “improve our 
understanding of the complexity of student experiences in school, and informs the design of 
targeted and nuanced interventions” (p. 317).  
In summary, this study has several aims. First, to contribute to our understanding of the 
relationship between the constructs of hope and future orientation in adolescence. Second, to 




dimensions and adolescent hope and future orientation. Third, to contribute to the research on 
students' experiences with these factors within Mongolian schools, a country that has received 
little attention from educational researchers thus far. 
Hope 
While the concept of hope has gained mounting interest over the years, the conceptual 
definition of hope has varied (Otis et al., 2016). Stephenson (1991) defined hope as a process of 
anticipation in which a person thinks, feels, and acts, in a manner that is oriented towards 
reaching a future that is meaningful to them. Dufault and Martocchio (1985) instead defined 
hope as being confident in one’s own subjective expectations of future outcomes as motivated by 
one’s own feelings, behavior, and cognition. However, while conceptual definitions of hope have 
varied, Snyder et al.’s (1991) theory of hope is currently the most widely explored and accepted 
conceptualization of hope to date (Otis et al., 2016). 
Snyder et al.’s (1991) conceptualization of hope builds on previous definitions of hope. 
According to Snyder et al. (1991), hope is a cognitive-motivational state influenced by the 
interconnected factors of a person’s subjective feelings, perception, and thoughts that continually 
adjust over time to form a person’s goals. Furthermore, hope typically begins to form at a very 
young age. While previous definitions of hope have focused more so on the perception of 
whether personal goals can be reached, Snyder, Lopez, et al. (2002) believed that this view did 
not fully encompass the full gamut of what goes into goal-oriented thinking. Rather, they 
believed that hope and hopeful thinking include both the formation of positive goals and the 
ability to sustain motivation in the face of obstacles to reach our end-goals (Snyder et al., 1991; 




In Snyder’s (2002) view, hope is composed of two separate but intrinsically related 
components: pathway and agency thinking. Pathway thinking refers to one’s ability to 
cognitively connect the present with the desired future while also strategically planning out 
possible routes and strategies to connect the present to the predicted, or rather desired, future 
(Snyder, 2002; Snyder, Lopez, et al., 2002). Agency thinking refers to the effectiveness of a 
person’s capacity to sustain motivation through self-referential thoughts, to follow through with 
their planned pathways, as well their ability to remain resilient when faced with challenging 
obstacles in their set pathways (Snyder, 2002; Snyder, Lopez, et al., 2002). Essentially, where 
Snyder’s theory of hope differs from past conceptualizations is that, while similar to past theories 
by means of being a cognitive process, Snyder’s conceptual definition requires the utilization of 
both agency and pathway thinking to maintain an optimal state of effectiveness for people to 
both plan out their goals and remain motivated to reach their goals (Snyder, 2002). 
Hope and Student Success Outcomes 
Given that hope reflects a person’s capacity to clearly envision their future goals and to 
develop strategies to reach their goals, hope is thus important for achieving current and future 
success (Hirschi et al., 2015; Snyder, Lopez, et al., 2002; Snyder, Shorey et al., 2002; Sung et al., 
2011; Yotsidi et al., 2018). For example, adolescents understand that in order to be accepted into 
high-ranked colleges in the future (Espenshade et al., 2005) they need to achieve a higher grade 
point average (GPA) in their present-day classes. For adolescents to achieve their long-term 
goals of school graduation, college acceptance, acceptance into a graduate-level program 
(Gallagher et al., 2016; Rand, 2009; Snyder, Shorey, et al., 2002), and to be hired after 




goals on their path to reaching their higher end goals. Hope, typically then, represents this 
process of minor goal-setting and eventual achievement.  
As well as providing a source of motivation, hope has been noted as a positive predictor 
for a variety of academic outcomes. Some of these outcomes include hope as a predictor for 
individual and total class grades in high school (Ciarrochi et al., 2007) and throughout college 
(Rand, 2009; Gallagher et al., 2016; Snyder, Shorey, et al., 2002). This remains the case even 
after adjusting for academic history (Gallagher & Lopez, 2008; Gallagher et al., 2016), 
engagement (Marques et al., 2015; Marques, 2016), and current grade level (Adelabu, 2008). 
When compared to other factors related to academic success like self-esteem (Snyder, Shorey, et 
al., 2002), optimism (Feldman & Kubota, 2015), and positive attributional style, hope has been 
found to be an even more reliable predictor (Ciarrochi et al., 2007). Hope is a powerful asset for 
adolescents that leads to a number of positive outcomes that contribute to higher likelihood of 
achieving academic goals (Dixson et al., 2017; Snyder, 2002; Svanum & Bigatti, 2006). 
Aside from academic related outcomes, hope also predicts positive psychosocial 
outcomes. Hope has been found to predict self-esteem (Barnum et al., 1998; Snyder, 2002) and 
general well-being both in the present day and years into the future (Ciarrochi et al., 2015). 
Evidence also suggests that hope is tied to adolescents’ feelings of self-worth as well as 
perceived life satisfaction (Ciarrochi, 2007; Lee & Reedy, 2013; Merkaš & Brajša-Žganec, 
2011). Furthermore, hope may serve as a source of strength against the stress that naturally 
accompanies challenging obstacles, as adolescents with high hope are more likely to focus on 
their success rather than dwell on their failures (Luthar & Cichetti, 2000; Kim et al., 2005; 




mentioned outcomes highlight the significance of hope as an asset for reaching optimal outcomes 
(Van Ryzin, 2011).  
Hope and Future Orientation 
While both hope and future orientation share a host of similarities, theoretically there 
appear to be some important differences. Conceptually, the main difference between hope and 
future orientation is in scope (Seginer, 2009; Seginer & Shoyer, 2012). Future orientation is a 
broad and general understanding of both the positive life experiences and outcomes that someone 
would want in life for the future, as well as knowing what experiences and outcomes someone 
would not want in their life in the future (Crespo et al., 2013; Shek et al., 2016). Conversely, 
hope is more specific and requires a more concrete understanding of what goal one wants to 
accomplish in life, a clearer understanding of how to strategically plan out the steps needed to 
complete specific goals, and the motivational drive needed to pursue and reach set goals. Seginer 
and Shoyer (2012) and Shek et al. (2016) believed that both hope and future orientation are 
related to one another as subjective predictions of the future as influenced by external influence 
and a perceived sense of competency, values, social expectations, and the resources available to 
us (Leung et al., 2017; Lewin, 1939). In other words, future orientation is a general 
understanding of subjective positive and negative outcomes for the future while hope is central to 
goal setting and completion. 
With that being said, the usage of hope and future orientation in relation to one another in 
the literature has differed. Shek et al. (2016) in their review of children and adolescents’ 
aspirations and other related constructs, noted that the concept of belief towards the future has 
commonly been interchangeably referred to as both hope and future orientation in the context of 




was a relationship between American adolescents' sense of future orientation and problem 
behavior and so developed a future orientation scale that treated future orientation as an umbrella 
term that incorporated constructs of future thinking such as hope. Similarly, Carvajal et al. 
(1999) found that Snyder et al.’s (1997) Children’s Hope Scale was an indicator of global 
expectancy, general expectations of the future, bearing strong similarities to future orientation. 
Bryant and Cvengros (2004) also found that the future-related factors of hope and optimism 
served as separate but related constructs that predicted future expectations. They also suggested 
that researchers interested in examining globalized future orientation should treat future 
orientation as a central construct and that factors that like hope should be treated as sub-
components to said construct. Essentially, thus far, there is a lack of consensus regarding the 
explicit relationship between hope and future orientation although the research veers more so 
towards an encompassing relationship, in which hope represents one significant aspect of future 
oriented thinking.   
Hope and Future Orientation in Mongolia 
We found that research regarding hope and future orientation as well as both in 
association with one another in Mongolia is, to our knowledge, nonexistent. However, one study 
provided valuable insight regarding the types of goals that young Mongolian adults may have. 
Bespalov et al. (2017) explored what life aspirations resonate most with young Mongolian adults 
from the ages of 17-25. The term life aspirations in this context refers to our autonomous, 
competences, and relatedness needs. Overall intrinsic life aspirations, related to development of 
personal growth (e.g., autonomy, psychological growth) and community relations (e.g., 
relationships with friends), was the more common source of motivation than extrinsic goal 




and future orientation, they differ from each other in function nonetheless as hope and future 
orientation is tied to specific goal setting and motivation while future orientation is tied to a 
general perspective of the future (Hill et al., 2004; Marjoribanks, 2002; Shek et al., 2016).  
One might also look towards cultural background and values to assess the significance of 
hope and future orientation for Mongolian adolescents, however even this is unclear. In general, 
cultural research in Mongolia is limited (Rarick et al., 2014). Mongolia's culture and pride are 
strongly rooted to the nomadic herding lifestyle of their historical past, even though a majority of 
the population has moved closer to urban cities (Li and Huntsinger, 2011; Wang et al., 2013). 
Typically nomadic herding cultures and expectations have emphasized individualistic values 
(Nisbett et al., 2001), an expectation supported by Rarick et al. (2014) and Stojcic (2020) who 
found that Mongolian people rated highly on individualism. Snyder’s (2000; 2002) theory of 
hope has been attributed as individualistic in nature, as it more so directed towards self-
motivation and personal capacity to accomplish goals, and Mongolian adolescents may be more 
receptive to the construct of hope (Bernardo, 2010; Du & King, 2013). However, others such as 
Aramand (2013), Bespalov et al. (2017), and Tsoohuu (2014) have described Mongolian culture 
as collectivistic, influenced more towards family and relatives. In assessing whether hope and 
future orientation are significant constructs for Mongolian adolescents, along with Bespalov et 
al. (2017) we can further establish a foundation of understanding regarding how Mongolian 
adolescents look towards their future and what they hope to accomplish. 
In addition to better understanding Mongolian adolescents’ sense of hope and future 
orientation it is imperative to understand what influences them. While studies ascertaining what 
contextual factors may influence hope and future orientation are limited, the school environment 




associated factors, may significantly impact Mongolian adolescents' hope and future orientation 
(Callina et al., 2014; Johnson et al., 2016; Shek et al., 2016). 
School Climate 
School climate is a complex network of factors that encompass every aspect of the 
student’s school experience (Cohen et al., 2009; Wang & Degol 2016). School climate 
incorporates many aspects of an adolescent's school experience, including the quality of social 
interactions at school, the quality of teaching and learning, and the types of services provided by 
a school. While school climate research has typically linked it to academic outcomes, it is 
seldom restricted only to that. Rather, the school experience is a major factor of academic 
outcomes as well as the adolescents emotional and mental state. 
Although descriptions and definitions of school climate have varied, in a thorough review 
of the literature, Wang and Degol (2016) established that simple definitions of school climate 
with a limited number of elements do not accurately capture the complexity of the concept. 
School climate can encompass a variety of aspects of the school experience and constraining that 
to a singular interpretation denies that complexity. Instead, an encompassing construct of school 
climate composed of multiple dimensions of school climate is preferred. By examining various 
dimensions of school climate separately we are able to develop a more nuanced understanding of 
exactly which dimensions of school climate are relevant to a student and how these various 
dimensions may uniquely affect them. Dimensions such as quality of teacher support and the 
extent to which a student feels like they understand how to and feel comfortable enough to 
follow proper procedures when reporting about behavior issues, represent major aspects of the 
quality of a student’s school experience. One such example of this approach involves Aldridge et 




empirically justified as integral components of school climate (Kutsyuruba et al.’ 2015; 
Ramelow et al., 2015; Thapa et al., 2013; Wang and Degol, 2016; Zullig et al., 2010). The two 
main components we considered in this study are community and safety. 
School Climate - Community 
Community refers to the quality of relationships and interactions that students have with 
both other students and school personnel, a sense of general connectedness, and a sense of 
understanding and respect for diverse cultural backgrounds (Aldridge & Ala’i, 2013; Riekie et 
al., 2017; Wang & Degol, 2016). As community is primarily centered around the social 
interaction aspect of school climate, some of the most studied factors identified with this 
component include teacher support, peer connectedness, and cultural acceptance. Comparatively, 
these dimensions of school climate have been most strongly associated with students’ outcomes 
(Aldridge et al., 2015; Wang & Degol, 2016) 
Teacher Support 
How supported students feel by their teachers is an invaluable aspect of the school 
experience (Aldridge & Ala’i, 2013; Aldridge et al., 2017; Riekie et al., 2017). Under optimal 
circumstances, teachers fulfill a variety of roles, including being a source of emotional support, 
providing useful schoolwork appraisal, and being able to find and provide information and 
resources helpful for future prospects (Colarossi & Eccles, 2003; Lei et al., 2019). As such, 
students who feel supported by their teachers find that their learning experiences at school are 
more enjoyable, feel inclined to work harder, and feel confident in overcoming challenging and 
stressful obstacles (Aldridge, 2013; Aldridge & McChesney, 2018; Aldridge et al., 2019; Cohen 
et al., 2019; King et al., 2012; Loukas & Robinson, 2004). Various longitudinal studies have 




engagement in specific subjects (e.g., math, science, etc.; Hughes, 2001; Kelly & Zhang, 2016; 
Weyns et al., 2017), general school engagement (Weyns et al., 2017; Yu et al., 2016), and 
academic achievement (e.g., GPA, math, reading, etc.; Hughes et al., 2001; Kosir & Tement, 
2014). Mental health correlates of teacher support include a stronger mitigation of both the 
severity and prevalence of anxiety (Yu et al., 2016) and depressive symptoms (Joyce & Early, 
2014). Overall, teacher support is a highly influential and important factor in the lives of students 
and a variety of studies solidify its advantages. Given that teachers are a major resource of 
support for adolescents, especially in their academic career, it is important to establish their 
impact on hope and future orientation.  
School Personnel Support 
In addition to teachers, other adults in schools may serve as a significant source of 
personal and academic support (Conley et al., 2010). Depending on staffing levels and role 
definition in different buildings, school personnel such as social workers, principals, school 
counselors, psychologists, school nurses, librarians, and even part-time instructional aides may 
develop trusting relationships with students and, thereby, play a key role in adolescent 
development and wellness (Stoll & McLeod, 2020; Stone et al., 2013; Wood et al., 2017). 
Though not often included in studies of the effects of school context on student outcomes, these 
educational workers may engage students in important conversations about educational plans and 
career aspirations and thus serve as a catalyst for future thinking (Bryan et al., 2011; Gysbers, 
2013). These studies suggest that a comprehensive appraisal of the school environment factors 
should include an assessment of the impact of school staff members, other than teachers, on 





Peer connectedness represents the quality and rapport of the social interactions shared 
between students at school (Aldridge & Ala’i, 2013; Aldridge et al., 2018; Roffey, 2008). Peers, 
like teachers, represent another major aspect of the interrelationships experienced by students in 
the school environment (Crosnoe et al., 2004; Wang & Degol, 2016). Academically, peers who 
show an invested interest in both school and academic interests can be highly influential. 
Adolescents who develop relationships with such peers experience higher academic engagement 
(Weyns et al., 2017), motivation in their schoolwork, academic achievement, and decreased 
absenteeism (Rambaran et al., 2016). A pattern that becomes especially prominent in students 
who are interested in their schoolwork, as adolescents are naturally drawn to peers who are 
similar in interests, behavior, and academic adjustment. In sharing such similarities, pro-
academic behavior is reinforced (Furrer & Marchand, 2020; Sussman et al., 2007; Wentzel, 
1993; Wentzel & Caldwell, 1997) 
General day-to-day behavior both at home and school are naturally influenced through 
peer interaction, but this influence becomes especially prominent during the stage of adolescence 
(Thapa et al., 2013; Wang and Degol, 2016). The desire for supportive relationships are tied to 
adolescents' desire for relatedness with the people around them which helps to facilitate the 
development of positive social and emotional skills (Maurizi et al., 2013). Cassidy et al. (2016) 
noted in their review that adolescents who form secure peer relationships are more likely to 
participate in prosocial behavior and become better informed on how best to form meaningful 
relationships (Brown & Larson, 2009), and they are more easily able to emotionally and 
personally adjust to their transition from high school into college (Swenson et al., 2008). As 
students establish positive peer relationships and are typically exposed to unfamiliar social 




that are key in navigating negative feelings attributed to stressful social situations (Kilian et al., 
2007; Stewart, 2007). Longitudinal studies have also shown that positive peer relationships 
facilitate the development of positive emotions while simultaneously deterring negative emotions 
(Adrian et al., 2015; Ju & Lee, 2018). Conversely, poor peer support or rejection has been linked 
to victimization and lower academic engagement, both of which subsequently contribute to 
lower grades (Buhs et al., 2006; Wang et al., 2014; You et al., 2008). As peer-based interactions 
significantly influence adolescents’ academic interests and general behavior, which are tied to 
hope and future orientation, their sense of hope and future orientation may also be affected by 
peers.  
Cultural Acceptance 
            The cultural acceptance dimension of school climate represents respect, support, and 
demonstrated awareness of students’ backgrounds such as their cultural or religious 
backgrounds. (Chang and Le, 2010; Wang and Degol, 2016). While cultural acceptance can take 
different forms, one of the more commonly demonstrated examples include the quality and effort 
made by teachers to create a safe and understanding classroom-environment (Weinstein et al., 
2004). A higher level of cultural awareness in schools promotes higher educational attainment 
(Mahatmya et al., 2016). However, studies on the effect of awareness regarding cultural 
backgrounds of students and their outcomes, such as their sense of hope and future orientation, 
are limited. As previously mentioned, the limited cultural research conducted in Mongolia makes 
it difficult to concretely determine whether Mongolian adolescents are likely to be receptive to 
their school’s acceptance of diverse and cultural backgrounds (Rarick, 2014). By examining 




school climate we may better understand whether acceptance in this form resonates with 
Mongolian adolescents. 
School Climate - Safety  
The second component of school climate identified by Wang and Degol (2016), safety, 
represents the emotional and physical security students feel while at school (Aldridge & Ala’i, 
2013; Wang & Degol, 2016). A safe school climate is maintained through the fairness, 
consistency, and open communication of school regulations and the extent to which students 
trust school staff to enforce school rules (Kuperminc et al., 1997; Stewart, 2007; Way, 2003). 
Although the sub-components stemming from the component of community (e.g., Teacher 
support) have been more internationally explored, studies that explored safety and its sub-
components have typically been restricted to Western countries but have also generally garnered 
comparatively less interest in comparison to the community sub-components (Bear et al., 2018; 
Jia et al., 2009; Liu & Lu, 2012; Varela et al., 2019; Zhang, 2016). While safety comprises a 
variety of dimensions, the dimensions of interest for the present study are rule clarity and 
reporting and seeking help. 
Rule Clarity 
Rule clarity refers to the extent to which a student both knows and recognizes school 
regulations and expectations (Aldridge & Ala’i, 2013; Cohen et al., 2015; Gottfredson et al., 
2005). Compared to other aspects of school climate, rule clarity is focused on the perceived 
quality and structure of a school’s regulations (Aldridge & Ala’i, 2013; Cohen et al., 2009; 
Låftman et al., 2016; Roeser & Eccles, 1998; Wang & Degol, 2016). In schools where rules are 
perceived by students as clearly communicated, fair in expectations, and fair in punishment, 




(Gottfredson et al., 2005; Guerra et al., 2011; Konishi et al., 2017; Elsaesser et al., 2012; 
Låftman et al., 2016). Aside from student-based victimization, rule clarity also extends to how 
well protected students feel from teacher-based victimization and unfair punishment from 
teachers with punitive attitudes (Gottfredson et al., 2005). Positive social and emotional 
outcomes associated with perceived rule clarity for students include lower depressive symptoms 
and behavioral problems in addition to higher self-esteem during their time at their school (Way 
et al., 2007). Additionally, perceived clarity of rules results in students placing a higher 
commitment towards their learning and studies subsequently followed by greater life satisfaction 
and academic achievement because of said commitment (Cohen et al., 2009; Lerner, 2009; Ma & 
Klinger, 2000; Pertegal & Oliva, 2017).  
Although most research regarding rule clarity has been conducted in Western contexts, 
studies conducted with Chinese students offer a comparative look into the relevance of rule 
clarity. Zhang et al. (2016) found that schools with fewer safety issues supported by rules and 
consistent enforcement of said rules facilitate environments where Chinese adolescents 
developed higher self-esteem. Xie et al. (2016) found that students from Grades 6 to 12 were 
receptive to the fairness of their schools’ rules. When comparing differences in effect size of 
perception of fairness of school rules between Chinese versus American students, Bear et al. 
(2018) noted that Chinese middle schoolers and high schoolers had a more favorable perception 
of the fairness of their schools’ rules. The few Chinese studies that have examined the 
significance of the fairness and enforcement of rules, do seem to suggest that this dimension of 
school climate is important for Chinese students. However, the dearth of studies underscores the 
importance of assessing the influence of rule clarity on hope and future orientation in non-




Reporting and Seeking Help 
Students need to be informed on the procedures involved in reporting incidents at school 
as well as be made to feel comfortable reporting any issues they encounter without fear of 
reprimand or judgement from peers or school personnel (Aldridge & Ala’i, 2013; Aldridge et al., 
2016). Generally, Aldridge and Ala’i (2013) believed that student’s willingness to seek help and 
report misconduct are indicative of a school's sense of safety and security. If students find that 
their teachers are both approachable and supportive of their students for misconduct or 
concerning issues, the more inclined they are to reach out to teachers for personal or academic 
issues (Eliot et al., 2010). When students feel comfortable reaching out to their teachers, students 
are less likely to exhibit behavioral issues in class (Reinke & Herman, 2002) and are more likely 
to discourage aggressive behavior amongst their peers (Bandyopadhyay et al., 2009). Indirectly, 
if a school environment is perceived as safe, student’s academic efficacy, mastery, and 
aspirations naturally flourish (Brand et al., 2003; Shim et al., 2013; Wang et al., 2010). 
Conversely, in a disorderly school environment wherein rules are likely to be frequently broken, 
students become unwilling to report or seek help (Eliot et al., 2010; Oliver & Candappa, 2007) 
and grow cynical of their school’s wherewithal to implement conflict resolution strategies 
(LaRusso & Selman, 2011). Reporting and seeking help is multifaceted in interpretation, as not 
only does it indicate students trust in their school to handle reported issues but their willingness 
to reach out to teachers for other less extreme issues that then impact their emotional and 
academic outcomes related to their sense of hope and future orientation.  
Hope, Future Orientation, and School Climate 
As outlined above, hope and future orientation can play a major deciding role in the life 




2016). For adolescents, the school environment represents one such major ecological context as 
they are likely to experience being in school on a near daily basis for a majority of their lives 
(Chen & Vazsonyi, 2013; Shek et al., 2016). Primary socialization contexts like schools are 
central zones where adolescents are introduced to differing perspectives about oneself, the world 
around them, and what the future holds (Crespo et al., 2013; Nurmi, 1991). While research 
examining school climate in association with hope and future orientation is limited, several 
articles suggest these concepts are related. 
           Studies that have examined future orientation in association with school climate or school 
climate-related variables suggest a clear positive relationship. Johnson et al. 's (2016) study 
involving academically at-risk students indicated that student’s perceptions of a healthy school 
climate promoted students' sense of future oriented thinking. School climate in Johnson et al. 's 
(2016) study encompassed both emotional and school service support provided by school 
personnel and the degree of clarity of school rules. Crespo et al. (2013) similarly found that 
students' feelings of general school connectedness directly contributed to students' sense of 
future orientation over a two-year timespan. While not explicitly defined as school climate, 
Crespo et al. 's (2013) scale of school connectedness ascertained students' sense of school 
community and the quality of their relationships with teachers and peers.  
Both Crespo et al. (2013) and Johnson et al. (2016) suggested that adolescents who feel 
that they occupy a meaningful place within their schools and in the lives of their teachers and 
peers are more likely to feel secure and emotionally cared for. Such support encourages 
adolescents to engage in future oriented thinking and planning (Hargrove et al., 2005). Malmberg 
(2001) found that, after family, peers and schools are prominent sources of information when 




promotes the formation of a healthy learning environment that encourages exemplary behavior 
which then contributes to students’ motivation. Taken together, these findings suggest two 
things. First, perceived support from school personnel and peers are resources for student’s own 
personal future endeavors. Second, the overarching feeling of a safe disciplinary school structure 
promotes the development of a safe school environment which allows adolescents to feel secure 
in pursuing their interests and options for the future. 
             Studies that have investigated hope show similar results. Merkaš and Brajša-Žganec’s 
(2011) study comparing differences between high versus low levels of hope in adolescents noted 
that the high-hope adolescents perceived a higher presence of general social support. Nie et al. 
(2019) found that students who believed that the relationships they had with their teachers were 
positive tended to have a stronger sense of hope. This positive association subsequently 
contributed to stronger feelings of life satisfaction. Liu et al. (2020) found that both hope and 
perceived school connectedness, measured by the quality of relationships with adults at school 
and a sense of school belonging, successfully mitigated the harmful effect of adolescent’s 
victimization to their overall life satisfaction and general emotional difficulties. From these 
findings we may be able to surmise that adolescents who feel supported by the people in their 
lives, such as teachers or peers, as well as those who feel a sense of inclusion in their school 
community become encouraged and motivated to reach their goals. 
            While these findings do indeed suggest a likely positive association between healthier 
school climate to hope and future orientation, there are some limitations to keep in mind. Few 
studies directly examine hope and future orientation together with school climate. Most studies 
we found on school climate, examined concepts such as social support and school 




safety have rarely examined future orientation and have not considered hope. Our literature 
review also revealed no studies that included the effect of perceived acceptance or approval of 
cultural background at school. Thus, in developing a comprehensive analysis of varying school 
climate dimensions as possible contributing factors to hope and future orientation, we directly 
expand on the aforementioned gaps in the literature and help to tailor the school experience of 
Mongolian adolescents in schools to accommodate their needs.  
Socioeconomic Status (SES) 
In order to establish the magnitude of contribution of the various dimensions attributed to 
school climate to hope and future orientation, it is imperative to consider how socioeconomic 
status may account for adolescents' state of hope and future orientation. The higher a family’s 
status, the higher the likelihood that students will have available resources to help them in their 
school or career goals. This may then result in more frequent instances of hope- or future 
orientation- relevant opportunities and thus improve the perception of their future goals 
(Griskevicius et al., 2011; Lei et al., 2019; Schröder et al., 2011; Yin et al., 2019). By taking SES 
into account, we are better able to definitively discern how the various school climate 
dimensions uniquely account for and contribute to adolescents' state of hope and future 
orientation. 
Final Remarks 
Based on our review of the growing literature as well as current gaps in the literature, this 
study has three objectives. We will first establish whether Mongolian adolescents discern hope 
and future orientation as two separate but related factors or whether they represent one singular 
construct of future thinking that combines both hope and future orientation. Our second objective 




dimensions to include hope and future orientation. Our third objective is to contribute to current 
gaps in Western research examining the relevance of school climate, hope, and future orientation 
from the perspective of Mongolian adolescents. 
Method 
Study Context 
This study originated from a research partnership initiated by David Sattler, Oyundelger 
Enkhtur, and Boldsuren Bishkhorloo and funded by the Jack Street Fund for Mongolian Studies, 
at the Western Washington University (WWU) Center for Global Engagement (Principal 
Investigator: Dr David Sattler) in 2018-2019. The present study represents the third collection of 
data in Mongolian secondary schools in September 2019 which was funded by a second grant 
from the Jack Street Fund for Mongolian Studies at the WWU Center for Global Engagement 
(Co-Investigators: Dr. David Sattler and Dr. Diana Gruman). Mongolian researchers Oyundelger 
Enkhtur and Boldsuren Bishkhorloo recruited schools, identified research assistants, and 
coordinated the data collection efforts.  
Participants 
         There was a total of 1,507 participants with 679 identifying as male (45.1%), 818 
identifying as female (54.3%), 1 who neither identified as male or female (.1%), and 9 students 
who did not select either of three options (.6%). Ages ranged from 11-19 with the average age 
being 14.97 (SD = 1.48). Students belonged to grades 7-12 with the average grade being 9.93 
(SD = 1.42). Three major ethnic groups were represented with 1,162 Khalka (77.11%), 58 Kosak 
(3.85%), 24 Dövöd (1.59%). The remaining 263 students (17.45%) selected “Other” or did not 








Variable N % 
Gender 1498 99.4 
Male 679 45.1 
Female 818 54.3 
Other 1 .1 
Missing 9 .6 
Age 1444 95.82 
11 1 .07 
12 27 1.79 
13 229 15.20 
14 380 25.22 
15 276 18.31 
16 214 14.20 
17 291 19.31 
18 25 1.66 
19 1 .07 
Missing 63 4.18 
Ethnicity 1453 100 
Khalka 1162 77.11 
Kosak 58 3.85 
Dövöd 24 1.59 
Other 209 13.87 
Missing 54 3.58 
Grade 1485 98.54 
7th Grade 1 .07 
8th Grade 259 17.19 
9th Grade 452 29.99 
10th Grade 227 15.06 
11th Grade 221 14.66 
12th Grade 325 21.57 
Missing 22 1.46 
City 1507 100 
Ulaanbaatar 393 26.08 
Erdenet 562 37.29 
Darkhan 552 36.63 
Material 




            To measure hope, we utilized Snyder et al.’s Children’s Hope Scale (CHS, 1997) which 
consists of six items on a 5-point Likert scale (1=Almost never, 5=Almost always) designed for 
children aged 8 to 16. Three questions represented the agency aspect of hope (e.g., “I think the 
things I have done in the past will help me in the future.”) while the other three questions 
represented the pathway aspect of hope (e.g., “When I have a problem, I can come up with lots 
of ways to solve it.”). See Appendix A for other included questions.   
Given that Snyder et al. (1997) had noted that hope theory requires the utilization of both 
agency and pathway components and should not be used separately, we chose to examine hope 
in total rather than distinguish by agency and pathway. Snyder et al. (1997) reported alpha 
coefficients ranging from .72 to .86 across numerous samples for the six-item initial hope scale. 
Additionally, researchers like Ling et al. (2021) reported a total hope alpha coefficient of .81 for 
Chinese adolescents and Yang et al. (2021) reported values of .80 for Chinese adolescents and 
.85 for American adolescents. A Cronbach’s alpha coefficient was also calculated for each 
measure of this study. For this study, the Children’s Hope Scale was found to have acceptable 
reliability (α = .72) See Table 2 for the mean and standard deviation of each hope item. 
Table 2   
Item Mean and Standard Deviation   
Items M SD 
Hope   
1. When I have a problem, I can come up with lots of ways to solve 
it. 3.41 .92 
2. I can think of many ways to get the things in life that are most 
important to me. 3.33 .98 
3. I am doing just as well as other kids my age. 3.88 .96 
4. I think the things I have done in the past will help me in the future. 3.99 1.02 
5. I think I am doing pretty well. 3.52 .93 
6. Even when others want to quit, I know that I can find ways to 
solve a problem. 3.42 .99 




1. I often think about my future and what I want to do with my life. 4.15 .96 
2. I work hard now to create a better future for myself. 4.18 .82 
3. I am the type of person who sets goals and works hard to achieve 
them. 3.99 .91 
4. I am serious about working hard now so I will have a good future. 4.42 .75 
Teacher Support   
1. My teachers try to understand my problems. 3.05 1.13 
2. My teachers listen to me.  3.31 1.09 
3. My teachers support me when I have problems.  3.13 1.08 
4. Teachers go out of their way to address my needs. 3.01 1.19 
5. My teachers are willing to listen to my problems. 3.05 1.18 
Peer Connectedness   
1. I get along with other students at school. 3.92 .97 
2. Students talk to me. 4.16 .90 
3. Students support me. 3.73 1.01 
4. Students help me. 3.76 1.00 
5. I feel accepted by other students. 3.80 1.02 
Cultural Acceptance   
1. I can express myself freely at this school. 3.32 1.07 
2. If I talk or dress differently than others, students will not judge 
me. 3.13 1.24 
3. My cultural background and beliefs are valued at this school. 3.38 1.10 
4. Students at this school accept me for who I am. 3.74 1.03 
5. When my personal preferences differ from others, I still feel 
respected at this school. 3.37 1.20 
Rule Clarity   
1. The rules at school are clear to me. 3.79 1.10 
2. The school rules help me to feel safe. 3.63 1.16 
3. The school rules make it clear to me that certain behaviors are 
unacceptable. 3.75 1.12 
4. I understand why the school rules are in place. 4.05 1.02 
5. I know the school rules. 3.74 1.09 
Reporting and Seeking Help   
1. I can report bad behavior to school officials. 3.05 1.28 
2. I am confident to talk to a teacher if I am bullied. 3.17 1.35 
3. I know how to report problems to school officials. 3.30 1.27 
4. I can report incidents at school without others finding out. 3.20 1.27 




School Personnel Support   
1. School workers assist me with a crisis or emergency. 2.85 1.11 
2. School workers help me do well in my classes. 3.05 1.21 
3. I discuss my strengths and goals with a school worker. 2.16 1.18 
4. School workers support me with family problems or conflicts with 
other students. 2.20 1.19 
5. School workers help me plan my future. 2.68 1.33 
Future Orientation Scale 
              Future orientation was measured using Crespo et al.’s (2013) Future Orientation scale, 
comprised of four items on a 5-point Likert scale (1 = Almost never, 5 = Almost always), 
designed to measure a globalized understanding of future-orientated thinking based on self-
directed action. The questions that were included were, “I often think about my future and what I 
want to do with my life,” “I work hard now to create a better future for myself,” “I am the type 
of person who sets goals and works hard to achieve them,” and “I am serious about working hard 
now so I will have a good future.” The measure was found to have an acceptable to good 
reliability for adolescents with the reported alpha coefficients ranging from .74 to .81 across all 
three time points in Crespo et al. 's (2013) study. For this study, the future orientation scale was 
found to have acceptable reliability (α = .77) See Table 2 for the mean and standard deviation of 
each future orientation item. 
The What’s Happening In This School (WHITS) Measure of School Climate 
            The WHITS school climate measure is a 48-item scale validated by Aldridge and Ala’i 
(2013) to measure dimensions of school climate. The WHITS was validated for use in Mongolia 
by Sattler, Gruman, et al. (2021). For the present study, a smaller set of 25 WHITS items were 
chosen based on high factor-loadings from the first Mongolian school study, (Sattler, Gruman, et 
al., 2021) thereby developing a more economical survey instrument (Aldridge et al., 2018). 




cultural acceptance scale. Based on participant feedback during a prior administration of the 
survey, the items were adapted from the original WHITS scale to better capture what acceptance 
might look like for Mongolian students (Sattler, Gruman, et al., 2021). For example, rather than 
focus on religious or spiritual diversity (e.g. “Religious days that are relevant to me are 
recognized as being important”) the new items emphasized a broader definition of culture (e.g. 
“My cultural background and beliefs are valued at this school”). 
For the present study, five items were used for each of the following dimensions: teacher 
support (α=.88) (e.g. “My teachers try to understand my problems”), peer connectedness (α=.88) 
(e.g. “I get along with other students at school”), cultural acceptance (α=.78) (e.g. “My culture is 
understood”), rule clarity (α=.82) (e.g. “The rules at school are clear to me”), and reporting and 
seeking help  (α=.84) (e.g. “I can report bad behavior to school officials’). Students responded on 
a 5-point Likert scale (1 = Almost Never, 5 = Almost Always). See Appendix A for questions 
belonging to each school climate dimension and Table 2 for the mean and standard deviation of 
each school climate item. 
School Personnel Support 
The school personnel support was exclusively designed for this study. The scale was 
designed to include the educational planning, mental health, and wellness-based assistance 
students receive from general school staff rather than just teachers. The scale consists of five 
items and utilizes a 5-point Likert scale (1 = Almost there, 5 = Almost always). The included 
questions were: “School workers assist me with a crisis or emergency,” “School workers help me 
do well in my classes,” “I discuss my strengths and goals with a school worker,” “School 
workers support me with family problems or conflicts with other students,” and “School workers 





Socioeconomic status was assessed using a single item adapted from the Macarthur Scale 
of Subjective Social Status (Adler et al., 2000; Goodman et al., 2001). The ladder-like scale is 
designed to assess participants' perception of family social status based on general resources 
available to them. The students were presented with a line with eight points and asked the 
following question, “Think about your family’s resources, such as food, housing, money, 
animals, and transportation. Circle a point on the line to show how many resources your family 
has.” Participants circled one of eight points on the line with the lowest possible option being, A 
small amount, and the highest possible being, A very large amount (M = 5.16, SD = 1.44). 
Procedure 
We followed Van de Vijver and Leung (1997) and Matsumoto and Van de Vijver’s 
(2011) committee approach to translate the survey materials from English to Mongolian. This 
approach has been used to translate measures used to assess psychological functioning after 
catastrophic events into Bahasa Indonesian, Mongolian, Spanish, Tagalog, Thai, and Tongan 
(Sattler et al., 2014; Sattler et al., 2020; Sattler, Bishkhorloo, et al., 2021). Two of the researchers 
were bilingual English and Mongolian instructors from the Education and Psychology 
Department at the National University of Mongolia and translated each of the scales. One 
translated the survey scales and met with the other author to review and revise the survey 
translations. Afterwards, advanced students from the Education and Psychology Department of 
the National University of Mongolia were enlisted to form a committee to further review stage of 
each survey item to establish their face validity when translated as well as their fit in a 




committee feedback. Four advanced education and psychology students attended workshops to 
train to become research assistants and administer the questionnaires. 
Students from six schools within three of the most populated cities in Mongolia 
participated in the study and completed the instruments. The research sites included: Ulaanbaatar 
(two schools; city population: 1,615,094), Erdenet (two schools; city population: 97,814), and 
Darkhan (two schools; city population: 83,883). School directors at each of the sites approved 
the data collection protocol. However, due to an employee strike occurring at the time, true 
random sampling was not able to be used. Data was collected in individual classrooms during the 
beginning of the school year in September with teachers present. Students were asked not to 
include their names or any information that could be used to identify them and that their answers 
would be anonymous. Research assistants shared the purpose of the study and provided students 
with informed consent, and instructions for completing the questionnaire.  
Results 
Data Analysis 
To examine our research questions three types of analyses were conducted: exploratory 
factor analysis (EFA), confirmatory factor analysis (CFA), and structural equation modeling 
(SEM). First, EFA using maximum likelihood and promax oblique rotation were used to 
examine the model structures of hope with future orientation. Hope and future orientation were 
allowed to correlate with one another to discern whether both hope and future orientation 
represent two separate factors or whether they represent one single factor of future thinking. For 
school climate, a second EFA was performed to examine the factor loadings of the school 
climate dimensions to determine whether they are relevant to the Mongolian students. 




school climate factor along with the other school climate factors. Afterwards, CFA was 
conducted to determine the viability of the final models for hope and future orientation and 
school climate. 
Afterwards, SEM was conducted to examine how and whether the school climate factors 
directly relate to the final factor structure of hope and future orientation. SES was introduced 
after the previous model was identified to determine if its introduction would lessen the 
relationship to hope and future orientation or future thinking and whether its inclusion would 
lessen the relationships between the school climate factors and future thinking. Additionally, a 
measured cultural acceptance variable was introduced to assess whether cultural acceptance 
would predict future thinking. 
Exploratory Factor Analysis (EFA) 
Hope and Future Orientation 
Following Pohlmann’s (2004) recommendation, the dataset was randomly split in half 
into two data sets to estimate our final models twice to assure the patterns in one dataset could be 
replicated in the second. EFA was conducted on the first half using the program JASP while 
CFA was conducted on the second half using R. Six EFA’s were used to examine whether hope 
and future orientation represented two separate factors or were only one factor. For all EFAs we 
utilized maximum likelihood extraction, a promax rotation method, and a factor loading cutoff of 
.30 as recommended by Costello and Osborne (2005). By using maximum likelihood analysis, 
we were able to obtain unbiased and efficient parameter estimates (Zhong & Yuan, 2011). 
Promax rotation is a form of oblique rotation method that is useful for larger data sets and allows 




The first model included all six of the Hope items and all four of the Future Orientation 
items and utilized parallel analysis. Parallel analysis is a method of analysis that assesses how 
many factors to retain by creating a randomized dataset that integrates the numbers of 
observations and variables from the originally sourced dataset; parallel analysis is recognized as 
one of the more accurate methods to assess factor solutions (Çoklul & Koçak, 2016; Horn, 1965; 
Zwick & Velicer, 1986). If the eigenvalues of factors from the random simulated data are larger 
than the eigenvalues of factors from that of the observed data, then we can assume that said 
factor should not be retained. The eigenvalue for factor 1 was large and exceeded the simulated 
factor 1 and so was retained. Factor 2 had also exceeded past the simulated factor 2 however the 
eigenvalue of factor 2 of the observed data reached an eigenvalue lower than 1 and was not 
theoretically warranted, suggesting factor 2 should not be retained. All four of the future 
orientation items as well as hope item four, one of the three hope items measuring the sub-
component of agency, loaded onto factor 1 while the five other hope items loaded onto factor 2. 
Hope item three, which loaded onto factor 2, had the lowest loading compared to every other 
item while also sharing the highest uniqueness with a value of .75, with uniqueness being the 
amount of variance unique to a variable that is not shared with other variables. See Appendix A 
for hope and future orientation item wording. 
Other measures similarly suggested the data and results were sufficient for an EFA. 
Specifically, the Kaiser-Meyer-Olkin (KMO) test, which measures how appropriate the data is 
for factor analysis, revealed a value of .863 suggesting a meritorious sample (Kenny, 2020). 
Bartlett’s test of sphericity, which determines whether the data fulfills the assumption of equal 
variance for every sample, was found to be statistically significant (Χ2 (45) = 1957.64, p < .001). 




perfect model would be from our hypothesized model, was .067 ranging between an acceptable 
to good score. The chi-square test, used to test whether there is a difference between our 
hypothesized factor model compared to the actual observed data, was significant (X2 (26) = 
115.37, p < .001) suggesting that the hypothesized model did differ from the actual observed 
data. However, the chi-square test is sensitive to larger sample sizes higher than 200 resulting in 
an unreliable significant outcome that typically rejects the model output and so more attention 
should be placed on other fit indices (Fan et al., 1999). Finally, we received an acceptable Tucker 
Lewis Index (TLI) score of .92, which is an incremental measure of goodness-of-fit.  
The viability of a one-factor solution was then tested by manually requesting JASP to 
load all items into one factor. Though only one of the hope items had loaded into factor 1, the 
Children’s Hope Scale was found to have an acceptable Cronbach's alpha of .72, suggesting that 
all the hope items are closely related. Items with low factor loadings and high uniqueness were 
removed in order, with smallest loadings removed first. In the end, hope items 1, 2, 3, and 6 were 
removed and hope items 4 and 5 were sustained. This model was selected because it had the best 
overall fit. The KMO test revealed a meritorious value of .84, suggesting an adequate sample. 
The Bartlett’s test of sphericity was found to be significant (Χ2 (9) = 1155.45, p < .001). The 
RMSEA score was .056 ranging between an acceptable to good score. The chi-square test was 
significant (X2 (9) = 31.05, p < .001). Finally, we received a good TLI score of .97. 
School Climate 
To examine the factor structure of school climate and to determine whether school 
personnel support would load as a factor of school climate, three EFAs were conducted. Every 
analysis utilized parallel analysis, maximum likelihood estimation method, and promax rotation 




peer connectedness items as well as items 1 and 4 of the cultural acceptance items. Factor 2 
included all the teacher support items. Factor 3 included all the reporting and seeking help items. 
Factor 4 included all the rule clarity items. Factor 5 included all the school personnel support 
items. See Appendix A for items. The eigenvalues for factor 1-5 each exceed the simulated 
factors 1-5 and so were retained. Cultural acceptance items 2, 3, and 5 however did not load on 
any factor in Model 1. The KMO test revealed a marvelous value of .932. Bartlett’s test of 
sphericity (Χ2 (435) = 11312.72, p < .001) was found to be significant. We received an 
acceptable RMSEA score of .052. The chi-square test was significant (X2 (295) = 891.68, p < 
.001). Finally, we received an acceptable TLI score of .92.  
Next the cultural acceptance items were removed including the two items that loaded on 
to the peer connectedness factor. Although one of the items had loaded onto the peer 
connectedness factor, the items did not directly pertain to the relationship with or support of their 
peers. Rather, the items pertained to students’ sense of expression at school and acceptance of 
cultural background by peers and therefore seemed inappropriate for inclusion in the peer 
connectedness measure. After removing the two cultural acceptance items, the teacher support 
items loaded onto factor one and the peer connectedness items loaded onto factor two. The KMO 
test revealed a marvelous value of .92. Bartlett’s test of sphericity (Χ2 (300) = 9517.90, p < .001), 
was found to be significant. We received a good RMSEA score of .046. The chi-square test was 
significant (X2 (185) = 484.84, p < .001). Finally, we received an acceptable TLI score of .95.  
Confirmatory Factor Analysis 
Future Thinking 
A CFA was conducted to determine whether the measure of future thinking loaded 




Hope items four and five were allowed to covary as both items belonged to the Children’s Hope 
scale and all other items were from the future orientation scale. This CFA model reached a 
comparative fit index (CFI) value of .995 (Hooper et al., 2008), which compares the null 
hypothesis model with no correlations between variables to our proposed model, suggesting a 
great fit. The TLI reached a score of .99 suggesting a good fit. We received a RMSEA value of 
.031, suggesting a good fit. The standardized root mean square residual (SRMR), an absolute 
measure of fit which notes standardized differences between the observed versus predicted 
correlation, resulted in a value of .02 suggesting a good fit (Kenny, 2020). Finally, we received a 
nonsignificant Chi-square value (Χ2 (8) = 13.44, p = .098). The final future thinking model was 
retained. 
School Climate 
A CFA was also conducted to confirm the EFA factor structure of school climate. The 
model reached a CFI value of .95 suggesting a great fit. The TLI value reached was .95, 
suggesting a near-great fit (Hooper et al., 2008). The SRMR resulted in a value of .04, 
suggesting a good fit. We received a RMSEA value of .047, suggesting a good fit. Finally, we 
received a significant Chi-square value (Χ2 (265) = 630.01, p < .001). All of these indicators 
suggest that the model was consistent with the data. See Table 3 for final EFA and CFA factor 
loadings for Future Thinking and School Climate. 
Table 3   
Final Factor Loadings for Future Thinking and School Climate Items 




Future Thinking   
H4.I think the things I have done in the past will help me in the 
future. 
.505 .461 




F1. I often think about my future and what I want to do with 
my life. 
.535 .478 
F2. I work hard now to create a better future for myself. .770 .781 
F3. I am the type of person who sets goals and works hard to 
achieve them. 
.735 .761 
F4. I am serious about working hard now so I will have a good 
future. 
.672 .674 
Teacher Support   
1. My teachers try to understand my problems. .790 .746 
2. My teachers listen to me. .766 .733 
3. My teachers support me when I have problems. .834 .808 
4. Teachers go out of their way to address my needs. .720 .754 
5. My teachers are willing to listen to my problems. .776 .744 
Peer Connectedness   
1. I get along with other students at schools. .687 .703 
2. Students talk to me. .712 .760 
3. Students support me. .853 .856 
4. Students help me. .831 .801 
5. I feel accepted by other students .807 .799 
Rule Clarity   
1. The rules at school are clear to me. .768 .743 
2. The school rules help me feel safe. .691 .748 
3. The school rules make it clear to me that certain behaviors 
are unacceptable. 
.596 .643 
4. I understand why the school rules are in place. .767 .678 
5. I know the school rules .654 .608 
Reporting & Seeking Help   
1. I can report bad behavior to school officials. .621 .669 
2. I am confident to talk to a teacher if I am bullied. .726 .765 
3. I know how to report problems to school officials. .819 .749 
4. I can report incidents at school without others finding out. .738 .695 
5. It is okay to tell a teacher if I feel unsafe. .647 .717 
School Personnel Support   
1. School workers assist me with a crisis or emergency. .451 .772 
2. School workers help me do well in my classes. .441 .736 
3. I discuss my strengths and goals with a school worker. .852 .720 
4. School workers support me with family problems or 





5. School workers help me plan my future. .692 .689 
Note. For Future Thinking items, H = hope and F= future orientation 
Structural Equation Modeling (SEM) 
We examined the correlations among the dimensions of school climate to note whether 
there are any issues of multicollinearity before continuing with the SEM. School personnel 
support had a notably high correlation value of .67 with teacher support. School personnel 
support also had a moderately high value .58 with reporting and seeking help and .54 with rule 
clarity. The high values suggest an issue of multicollinearity with school personnel support and 
that may affect the reliability of the regression estimates. Thus, although school personnel 
support did load as a school climate of dimension it was not included in subsequent analyses. 
Please see Table 4 for school climate factor correlations. 
Table 4      
SEM School Climate Factor Correlations 
Factors 1 2 3 4 5 
1. Teacher 
Support 1 - - - - 
2. Peer 
Connectedness .296 1 - - - 
3. Reporting & 
Seeking Help .495 .386 1 - - 
4. Rule Clarity .519 .320 .484 1 - 
5. School 
Personnel .668 .314 .580 .543 1 
SEM was used to examine the structural relationships between the school climate 
dimensions and future thinking. To conduct our SEM and to examine the standardized regression 
values, we used R along with R packages lavaan and psych.  
As shown in Figure 1, the final CFA models for School Climate and Future Thinking 
were included as latent factors. For Model 1, Future Thinking was regressed onto all four School 
Climate factors. We received a good CFI fit value of .96. We received a good fit RMSEA value 




= .039, .045, p = 1). These results indicate the likelihood that the RMSEA is lower or equal to 
0.05, a good RMSEA value, is very high. We also received a good SRMR value of .041. The chi-
square test was significant (X2 (288) = 944.21, p < .001) and is thus the exception to the pattern 
of results indicating a very strong fit. However, as mentioned earlier, the chi-square test is 
sensitive to larger sample sizes (Fan et al., 1999). Model 1 resulted in a good fit overall.  
Most of the school climate factors had statistically significant and positive relationships 
with future thinking in Model 1. The coefficient leading from peer connectedness to future 
thinking was both positive and the strongest relationship (β = .363, p < .001), suggesting that 
students with a strong sense of connectedness to their peers reported that they were more likely 
to engage in future thinking. The coefficient leading from rule clarity to future thinking was 
positive (β = .174, p < .001), suggesting that students who perceived their schools’ rules to 
be clear and contribute to a safe school environment reported that they were more likely to 
engage in future thinking. The coefficient leading from reporting and seeking help to future 
thinking was positive (β = .127, p < .001), suggesting that students who are knowledgeable of 
and confident in reporting issues reported that they were more likely to engage in future thinking. 
Teacher support, however, was not statistically significantly related to future thinking (β = -.023, 
p = .555).  
For Model 2, teacher support was removed from the model because it had a 
nonsignificant relationship with future thinking in Model 1. This model received a good CFI fit 
value of .96, with a good fit RMSEA value of .043 (CI = .039, .047, p = .999), and a SRMR of 
.04. The chi-square test was significant (X2 (182) = 635.91, p < .001). Model 2 resulted in a good 
overall model and had a slightly better fit of CFI, TLI, and SRMR than Model 1. Peer 




< .001), as was reporting and seeking help (β = .130, p < .001), and rule clarity (β = .164, p < 
.001).  
For Model 3, teacher support was retained and rule clarity was removed from the model. 
The purpose of this model is to further isolate the effects of teacher support by removing rule 
clarity. This was important because they share a correlation value of .52. By removing rule 
clarity, this model allowed us to discern whether the lack of statistically significant link between 
teacher support and future thinking was due to either issues of multicollinearity or whether it 
simply is not related to future thinking. We received a good CFI fit value of .97, a good fit 
RMSEA value of .040 (CI = .036, .044, p = 1), and a SRMR value of .04. The chi-square test 
was significant (X2 (182) = 574.73, p < .001). Model 3 had resulted in a good fit overall and had 
a slightly better fit of CFI, TLI, and RMSEA than Models 1 and 2 but a slightly weaker SRMR. 
Peer connectedness was significantly and positively related to future thinking (β = .372, p < 
.001) as was reporting and seeking help (β = .178, p < .001). However, even after removing rule 
clarity, teacher support was still not significant (β = .032, p = .372).  
For Model 4 teacher support was removed again and rule clarity was retained once more. 
These changes were made as teacher support was not significantly related to future thinking 
when included in both Models 1 and 3 while Rule Clarity did predict future thinking when 
included in Models 1 and 2. Model 4 also included SES as an observed variable. As SES has 
been found to impact students’ sense of hope and future orientation (Griskevicius et al., 2011; 
Lei et al., 2019; Schröder et al., 2011; Yin et al., 2019), introducing SES allowed us to determine 
whether its inclusion would reduce the strength of the relationships between peer connectedness, 
rule clarity, and reporting and seeking help to future thinking. We received a good CFI fit value 




of .05. The chi-square test was significant (X2 (202) = 729.57, p < .001). Although Model 4 had a 
good fit overall, SES did not significantly relate to Future Thinking (β = .033, p = .243).  
For Model 5, SES was removed due to not being significantly related to future thinking in 
Model 4 and cultural acceptance was introduced. As mentioned in the EFA section, the scores of 
the five cultural acceptance items were averaged together to create an observed mean score. 
Although cultural acceptance did not load as a school climate factor in our EFA, cultural 
acceptance was still a reliable scale (α=.78) that may have a possible relationship to future 
thinking that we were not able to examine in the previous models due to not being included as a 
factor relevant to school climate. We received an acceptable fit RMSEA value of .067 (CI = 
.064, .070, p < .001), but an unacceptable SRMR value of .10. The chi-square test was significant 
(X2 (231) = 1421.37, p < .001). In addition to having an overall bad fit, cultural acceptance did 
not significantly relate to Future Thinking (β = .047, p = .090).  
In selecting our final model, we examined both the fit indices of the models as well as 
what factors had significantly related to future thinking. Models 1-4 each had an excellent 
overall fit while Model 5 had a bad overall fit. Teacher support when included in Models 1 and 3 
was not significantly related to future thinking nor was SES in Model 4 or cultural acceptance in 
Model 5. Thus, Model 2 was selected as the final model both for having an excellent overall fit 
and for having all included factors of school climate (i.e., peer connectedness, reporting and 
seeking help, and rule clarity) significantly related to future thinking. Please see Figure 1 for the 
Model 2 path diagram. See Table 5 for the fit indices for all SEM models and Table 6 for the 














SEM Model Fit Indices 
Fit Indices Model 1 Model 2 Model 3 Model 4 Model 5 
Chi-square      
X2 944.211 635.911 574.733 729.566 1421.366 
df 288 182 182 202 231 
p <.001 <.001 <.001 <.001 <.001 
RMSEA      
X2 .042 .043 .040 .045 .067 
Lower 90% .039 .039 .036 .042 .064 
Upper 90% .045 .047 .044 .049 .070 
p 1 .999 1 .986 <.001 
CFI .955 .959 .967 .951 .898 
TLI .949 .953 .962 .944 .883 






Table 6      
Regression Coefficient and p Values Towards Future Thinking 
 Model 1 Model 2 Model 3 Model 4 Model 5 
Items β p β p β p β p β p 
Teacher Support -.023  .555 - - .032 .372 - - - - 
Peer 
Connectedness .363 <.001 .353 <.001 .372 <.001 .351 <.001 .338 <.001 
Reporting/Seeki
ng Help .127 <.01 .130 <.01 .178 <.001 .126 <.01 .121 <.01 
Rule Clarity .174 <.01 .164 <.001 - - .163 <.001 .158 <.001 
SES - - - - - - .033 .243 - - 
Cultural 
Acceptance - - - - - - - - .047 .090 
        
Discussion 
This study had three primary objectives. We were interested in establishing whether hope 
and future orientation represent separate but related factors or whether both represent one single 
factor of future thinking. We sought to contribute to the growing research examining how factors 
like hope and future orientation are related to students’ perception of their school’s climate. 
Finally, we were interested in establishing an understanding of how hope and future orientation 
are related to Mongolian secondary school students’ perception of their school climate as one of 
the first studies to pursue this line of research in Mongolia. 
Hope, Future Orientation, and Future Thinking 
Contrary to research suggesting that hope and future orientation are two separate 
constructs (Seginer, 2009; Seginer & Shoyer, 2012), for the Mongolian students who participated 
in this study, hope and future orientation merged into one single construct which we termed, 
future thinking. Specifically, all four of the future orientation items and two of the six hope items 
comprised the construct of future thinking (Snyder, 2002). Additionally, the two hope items that 




Snyder (2002), while the three “pathway” items from the Children’s Hope Scale did not 
contribute. 
         These results align with prior research indicating that hope and future orientation do not 
represent separate constructs. Chen and Vazsonyi (2013), for example, developed a future 
orientation scale that incorporated aspects of both future orientation and hope. Similarly, Bryant 
and Cvengros (2004), found that future orientation should be treated as a central construct and 
aspiration-related constructs like hope should be treated as a sub-component. However, unlike 
researchers like Chen and Vazsonyi (2013) and Bryant and Cvengros (2004), we opted to title 
the single factor “future thinking” rather than future orientation. Future orientation, the 
prediction and anticipation of one’s own future, involves a general perspective of the future.  In 
the present study, the agency aspect of hope, or the motivation and belief that keeps us moving 
forward to reach the goals we set for ourselves (Seginer, 2009; Seginer & Shoyer, 2012; Snyder, 
2003; Tong et al., 2010), combined with the future orientation items. As both constructs fulfill 
different uses, future thinking is a broader term that allows for the incorporation of both future 
orientation and agency thinking.  
   The relevance of future thinking as a construct of importance to Mongolian adolescents 
may be interpreted in a number of ways. First, future orientation seems to represent the most 
salient aspect of future thinking for the Mongolian adolescents in the study. Second, agency 
thinking also appears to be connected to Mongolian adolescents’ interest in reaching for the 
predicted future. Third, pathway thinking, the capacity to define and set pathways to reach goals, 





According to Snyder’s (2002) theory of hope, to optimally benefit from hope requires the 
integration of both agency and pathway thinking. Agency thinking alone is beneficial as a source 
of self-motivation, however it becomes ideally advantageous as a means of helping adolescents 
to follow through on the paths to set goals. Following Snyder’s (2002) theory, pathway thinking 
is a necessary sub-component of hope that increases children’s likelihood of reaching their goals 
as it represents the capacity to set and strategize specific paths that should lead them to their 
goals. That being the case, while studies examining the unique effect of agency versus pathway 
thinking are sparse, some studies have found agency thinking rather than pathway thinking to be 
a reliable predictor for school grades (Ciarrochi et al., 2007) as well as leading to a decrease in 
depression and anxiety (Arnau et al., 2007; Wong & Lim, 2009). These studies suggest that 
agency thinking may generally play a more prominent role when thinking about the future, 
somewhat contrary to Snyder’s (2002) belief that both agency and pathway thinking are needed 
together.  
It is unclear why pathway thinking was not a salient factor for Mongolian adolescents. It 
may simply be that these students place less emphasis or interest in forming paths to reach their 
goals, or it could be that their school or school system does not provide students with the 
guidance, tools, or information to support the setting of goals for their future careers or academic 
interests, or their perceived pathways to success may be limited. Given that goal setting has been 
shown to be a valuable tool for students (Sun & Yuen, 2012), future research should examine 
what may lead to a lack of use of pathway thinking, what can be done to nurture their pathway 
thinking, and the effectiveness of hope and future thinking when pathway thinking is less 





The final factor structure of the school climate dimensions was largely consistent with 
that of Aldridge and Ala’i (2013) WHITS dimensions of school climate. Specifically, teacher 
support, peer connectedness, rule clarity, and reporting and seeking help loaded into the final 
factor structure. However, of those four school climate dimensions only peer connectedness, rule 
clarity, and reporting and seeking help were found to be related to students’ sense of future 
thinking. School personnel support and cultural acceptance were not significant in this study. 
Below, we discuss the implications of these findings, including the relationship between some of 
the school climate dimensions to future thinking, the lack of significance between teacher 
support and future thinking, the correlation between teacher support and school personnel 
support, and the general lack of significance of cultural acceptance.  
Peer Connectedness 
Of all the dimensions of school climate, peer connectedness had the strongest relationship 
to future thinking. When considering what contextual factors seem to contribute most strongly to 
adolescent future thinking, socialization-based context such as peer interaction are what 
primarily contribute to perspectives of oneself and the future (Crespo et al., 2013; Nurmi, 1991). 
Peers serve as a significant support network for adolescents as they transition through school and 
into eventual adulthood (Crespo et al., 2013). Adolescents will periodically talk to their peers 
about their dreams and future plans (Malmberg, 2001). Given their importance to adolescents, it 
follows that peer connectedness would facilitate future thinking. In building a strong sense of 
connection with their peers, adolescents build a security net of sorts that help them to feel cared 
for and secure, and this security may help them to feel comfortable enough to explore the world 
and consider their future prospects (Crespo et al., 2013). Archer et al. 's (2019) study found that 




Further, peer connectedness may facilitate future thinking because adolescents tend to establish 
connections with peers and peer groups who share similarities with one another such as having 
higher educational expectations and intrinsic motivation (Parker et al., 2015). Taken together, it 
makes sense that these peer support factors would contribute to adolescents’ future thinking 
(Furrer & Marchand, 2020; Sussman et al., 2007; Wentzel & Caldwell, 1997; Weyns et al., 
2017).  
In terms of implications, there may be ways for schools to integrate programs designed 
with peer interaction in mind. Peer tutoring is one such example of a collaborative program 
wherein students work with other students from a higher grade or from postsecondary schools to 
form an enjoyable, effective, and interactive learning experience. Students who participate in 
such programs have been found to have improved class grades (Moliner et al., 2020), improved 
mathematics skills (Fantuzzo et al., 1992; Yang et al., 2016), and improved overall academic 
achievement from primary to postsecondary school (Leung, 2019). Peer tutoring, along with 
other peer interaction programs (e.g., cooperative learning, affinity groups, college alumni visits, 
etc.), can serve as means to encourage students to discuss their classes, career- and academic-
based goals, and to develop a support network of like-minded peers. 
Reporting/Seeking Help and Rule Clarity 
Both safety dimensions of rule clarity and reporting and seeking help had a significantly 
positive yet weak relationship to future thinking. Past studies on the safety dimension of school 
climate have placed a large focus on how feelings of safety contribute to things like lower 
behavioral issues and academic efficacy (Brand et al., 2003; Kawachi & Berkmann, 2000; 
Reinke & Herman, 2002; Wang et al., 2010), but to our knowledge this study was the first to 




results, then, suggest a minor contribution of rule clarity and help-seeking behavior to the 
development of future thinking. School structures that are secure and provide clear avenues for 
students to report problems may increase a feeling of safety in the learning environment, which 
may contribute to students’ capacity to consider their future life trajectories.  
Safety in the school environment may contribute to students' sense of future thinking in a 
number of ways. For example, in schools where bullying is more prominent or perceived to be 
more tolerated it may be less likely students will seek out help (Williams & Cornell, 2006). 
Regarding rule clarity, schools that fail to make school rules clear as well as inconsistently 
enforce them, may contribute to higher discipline issues that can lead to bullying and thus higher 
instances of student victimization (Gottfredson et al., 2005; Gottfredson & Gottfredson, 1985). 
Indirectly, students who are victimized by bullies experience lower feelings of hope (Atik, 2009; 
Zhang et al., 2019) as well as developing a generally pessimistic future orientation (Låftman et 
al., 2018). While bullying represents only one such hypothetical circumstance, a safe and orderly 
school environment is dependent on consistent as well as clear school rules and student’s 
capacity to feel comfortable enough to seek help when needed.  
There are some practices and options that schools may consider exploring to develop an 
environment that feels safe and structured for students. To build an environment that nurtures 
future thinking, schools might consider having teachers and school personnel meet to ensure all 
parties are well-aware of established school rules and best practices for enforcing rules to ensure 
they are consistently maintained (Gottfredson et al., 2003; Gottfredson et al., 2005; Riekie et al., 
2017). Additionally, staff members should ensure that school rules and punishments are fair in 
judgement. If students feel that the rules or enforcement are not fair, they should be encouraged 




reasonable (Kawachi & Berkmann, 2000). Students must also be made aware that teachers and 
school personnel are available to provide academic and behavioral support and provide guidance 
for any issues they have at school as well as being able to put a stop to harassment from other 
students at school (Bandyopadhyay et al., 2009; Brand et al., 2003). Safe environments 
encourage student learning and subsequent success in their schoolwork (Kutsyuruba et al., 2015; 
Rumberger & Palardy, 2005; Smith et al., 2005). This in turn gives students the space and 
security to think about their future and feel confident that they can successfully reach said future. 
Teacher Support 
Although teacher support was identified as a significant school climate dimension in the 
initial model, it was not related to future thinking in the final SEM model. While studies such as 
those conducted by Alm et al. (2019) and Nie et al. (2019) found that an amiable and supportive 
relationship between students and teachers predicted future orientation and hope, other studies 
did not. For example, Wong et al. (2019) found in their study of adolescent Hong Kong students 
that student-teacher relationships did not significantly contribute to student’s higher career 
expectations. Similarly, Archer et al.’s (2019) longitudinal study found that teacher support was 
initially a significant predictor of hope but did not remain a significant predictor over time.  
Within the present study, it is difficult to explain the lack of significance of teacher 
support for students’ future thinking. Interactions with and perception of teachers can differ from 
country to country (Chen et al., 2000; Jia et al., 2009; Seth, 2005) Traditionally, students in 
Asian countries show relatively higher respect for and have stronger relationships with their 
teachers in comparison to Western countries (Shim, 2008; Shin et al., 2009; Sung, 2000). 
However, it may be the case that Mongolian students do not feel comfortable or feel it is 




planning.  Future researchers should further assess the teacher-student relationship dynamics in 
Mongolia to better understand why teacher support may not contribute to students planning for 
the future. 
 Though teacher support has been found to be related to constructs like future orientation 
and hope in prior studies, it was not a related factor for the participants of this study. However, 
given that teacher support was still a significant school climate dimension within the EFA and 
CFA, teacher support may yet be related to other aspects of Mongolian students' lives. For 
example, students who have reported feeling perceived themselves as greater support from their 
teachers have exhibited a greater sense of resilience and experienced lower instances of bullying 
victimization (Aldridge et al., 2016; Aldridge, McChesney, & Afari, 2018). As school climate 
research conducted in Mongolia is still in its early stages, future research should also continue to 
explore the contributions teachers make towards youth development and school experience. 
School Personnel Support 
Our results revealed that school personnel support initially identified as a dimension of 
school climate however, in the final model, it was rejected due to sharing a notably high 
correlation with teacher support. Though the scale was designed to measure the perceived 
support from and interactions with school personnel, it is not clear why school personnel support 
shared such high correlation with teacher support. It is possible that students had interpreted 
school personnel support as being similar in function to teacher support. Although we provided a 
broad definition of school personnel to encompass a range of adults that might support 
Mongolian youth, it may be that the questions measuring school personnel support did not 




researchers might consider reexamining and building on the school personnel support scale 
designed for use for this study. 
As well as being a fairly unexplored topic, studies that have suggested that certain school 
personnel support may be of great benefit to students may not be as applicable to Mongolian 
secondary schools. In the United States, it is common for schools to employ personnel such as 
school counselors, whose responsibilities are tied to students’ academic and socio-emotional 
needs (Carey & Dimmitt, 2012; Carrell & Hoekstra, 2014). In this context, advising from 
counselors has been tied to higher rates of college application and acceptance and are found to be 
especially impactful for low-income and disadvantaged students (Bryan et al., 2011; Coleman, 
1988; Hurwitz & Howell, 2014). For Mongolian students, however, school and career guidance 
counselors and services are uncommon in schools (Sattler et al., 2021).  
Regarding the relationship between school personnel support and future thinking, it is 
possible that the lack of information from school personnel such as school counselors may leave 
students feeling unaware or uninformed on how best to proceed to succeed in reaching their 
future goals (International Labour Office, 2017; Oyunbaatar, 2014; Tsetsegmaa, 2016). It is also 
possible that the support from school personnel regardless may be of benefit to students even 
without the inclusion of counselor-like figures. However, as social support research in school has 
typically focused on support from peers and teachers the possible relationship between school 
personnel support and future thinking is unclear. As such, further assessment is necessary to 
better establish both the possible viability of school personnel support as a school climate 





In the current study, cultural acceptance did not appear to be a school climate dimension, 
nor did it relate to future thinking. Prior research has indicated that a positive climate of diversity 
and acceptance of other cultures and backgrounds is related to greater life satisfaction and 
satisfaction with one's own school (Helm et al., 1998; Lin et al., 2019). It may be in this case that 
our measure of cultural acceptance did not capture what Mongolian students feel best represents 
the acceptance of their cultural background and self-expression. Or it may be possible that 
acceptance of cultural background and self-expression of said background as defined in our 
study is simply not a point of interest and so does not represent a key aspect of school climate. 
Given the importance of schools' cultural awareness for students' educational attainment and 
adaptation to school life (Kim, 2014; Mahatmya et al., 2016), the validation of a measure of 
cultural acceptance for Mongolian students is an important avenue of research to explore in 
future research 
Socioeconomic Status 
SES, as measured in this study, did not appear to significantly contribute to students' 
sense of future thinking. These findings were unexpected and run contrary to prior research 
(Conger and Donnellan, 2007; Schröder et al., 2011). Lei et al. (2019) reported that adolescents 
who come from high SES backgrounds are more likely to engage in hopeful thinking in 
comparison to students from low SES backgrounds. Khattab (2005) and Lee et al. (1998) also 
reported that being socioeconomically-advantaged provides benefits for students such as higher 
educational and status expectations.  Further, Dixson et al., (2018) found that SES may mediate 
the relationship between hope and academic achievement. These findings suggest that students 
from a high SES background develop stronger future thinking because their families are able to 




Donnellan, 2007; Schröder et al., 2011). It is unclear why the scale of perceived status did not 
significantly relate to future thinking given the prominent use of the scale in prior research and 
the notable role that SES plays in student success (Choi et al., 2015; Giatti et al., 2012, Kim et 
al., 2018; Michelson et al., 2016). Perhaps a different measure of resources for Mongolian 
adolescents would be more appropriate to register the impact of family SES more accurately. 
Limitations and Future Directions  
There are a few prominent limitations to keep in mind when considering the 
generalizability of these findings to other Mongolian youth. Students in this study were not 
randomly selected to participate. Rather all students present on the day of data collection 
participated in the study. Further, though anonymity was emphasized during data collection, 
students filled out their surveys seated in their classroom in near proximity to their classmates, 
which could have impacted their willingness to answer candidly. Finally, students who 
participated in the study originated from some of the largest cities in Mongolia and, as such, the 
applicability of these results may be less relevant for Mongolian students in non-urban schools. 
While we explored the significance of social relationships through peers, teachers, and 
school personnel, we did not assess the effect of parental support. Though adolescents’ 
relationships at school significantly contribute to their perspective of the world and what they 
expect in their future, positive and supportive relationships with their parents also matter 
(Malmberg, 2001; Trommsdorff, 1983). Adolescents who have established a supportive 
relationship with their parents are optimistic of what's to come in their future as well as being 
more likely to engage in school, career exploration, and career planning (Furrer & Skinner, 2003; 




powerful positive force in the lives of students and how they engage in their future, future 
researchers could ascertain whether this pattern remains consistent for Mongolian students. 
Conclusions 
         Past research has shown that hope, future orientation, and school climate are important 
aspects of adolescents' lives which benefit them emotionally and contribute to positive academic 
outcomes. This study’s findings can help to contribute to such outcomes for Mongolian 
secondary students. This study was conducted to ascertain how Mongolian secondary students 
perceive hope and future orientation in relation to one another, to identify which aspects of 
school climate are most important to them, and to understand which aspects of school climate are 
related to students’ sense of their future. As research regarding these topics in Mongolia are 
currently limited, these findings can be used to direct future school programs and school reforms 
in Mongolian secondary schools to form an optimal school climate for its students.  
Secondary schools interested in nurturing students’ sense of future thinking might be 
interested in developing programs directed at encouraging positive student interaction and 
discussion directed towards future academic and career planning. Schools might also be 
interested in placing extra effort in developing a school environment that feels safer to students 
by ensuring that rules are clearly taught and fairly enforced and that school personnel respond to 
student concerns when they arise. For future studies, these findings can lead to a growing 
comprehension of the context that is school climate in Mongolian secondary schools to further 
establish how the significant school climate dimensions from this study impact their lives by 







Adelabu, D. H. (2008). Future time perspective, hope, and ethnic identity among African 
American adolescents. Urban Education, 43(3), 347–360. 
https://doi.org/10.1177/0042085907311806  
Adler, N. E., Epel, E. S., Castellazzo, G., & Ickovics, J. R. (2000). Relationship of subjective and 
objective social status with psychological and physiological functioning: Preliminary data 
in healthy, white women. Health Psychology, 19(6), 586–592. 
https://doi.org/10.1037/0278-6133.19.6.586  
Aldridge, J., & Ala’I, K. (2013). Assessing students’ views of school climate: Developing and 
validating the What’s Happening In This School? (WHITS) questionnaire. Improving 
Schools, 16(1), 47–66. https://doi.org/10.1177/1365480212473680  
Aldridge, J., Ala’i, K., & Fraser, B. (2015). Relationships between school climate and adolescent 
students’ self-reports of ethnic and moral identity. Learning Environments Research, 
19(1), 1–15. https://doi.org/10.1007/s10984-015-9199-9  
Aldridge, J. M., Fraser, B. J., Fozdar, F., Ala’i, K., Earnest, J., & Afari, E. (2016). Students’ 
perceptions of school climate as determinants of wellbeing, resilience and identity. 
Improving Schools, 19(1), 5–26. https://doi.org/10.1177/1365480215612616  
Aldridge, J. M., & McChesney, K. (2018). The relationships between school climate and 
adolescent mental health and wellbeing: A systematic literature review. International 





Aldridge, J.M., McChesney, K., & Afari, E. (2018). Relationships between school climate, 
bullying and delinquent behaviours. Learning Environments Research, 21, 153-172. 
https://doi.org/10.1007/s10984-017-9249-6 
Alm, S., Låftman, S. B., Sandahl, J., & Modin, B. (2019). School effectiveness and students' 
future orientation: A multilevel analysis of upper secondary schools in Stockholm, 
Sweden. Journal of Adolescence, 70, 62–73. 
https://doi.org/10.1016/j.adolescence.2018.11.007  
Aramand, M. (2013). Women entrepreneurship in Mongolia: The role of culture on 
entrepreneurial motivation. Equality, Diversity and Inclusion: An International Journal. 
Archer, C. M., Jiang, X., Thurston, I. B., & Floyd, R. G. (2019). The differential effects of 
perceived social support on adolescent hope: Testing the moderating effects of age and 
gender. Child Indicators Research, 12(6), 2079–2094. https://doi.org/10.1007/s12187-
019-9628-x  
Arnau, R. C., Rosen, D. H., Finch, J. F., Rhudy, J. L., & Fortunato, V. J. (2007). Longitudinal 
effects of hope on depression and anxiety: A latent variable analysis. Journal of 
Personality, 75(1), 43-64. https://doi.org/10.1111/j.1467-6494.2006.00432.x 
Atik, G. (2009) Zorbalığı yordayıcı bir değiş ken olarak umut [Hope as a predictor of bullying]. 
Ankara Üniversitesi Eğitim Bilimleri Fakültesi Dergisi 42(1): 53–68. 
doi:10.1501/Egifak_0000001137. 
Atwell, R., Gifford, S. M., & McDonald-Wilmsen, B. (2009). Resettled refugee families and 
their children’s futures: Coherence, hope and support. Journal of Comparative Family 




Bailey, T. C., & Snyder, C. R. (2007). Satisfaction with life and hope: A look at age and marital 
status. The Psychological Record, 57(2), 233–240. https://doi.org/10.1007/bf03395574  
Bandyopadhyay, S., Cornell, D. G., & Konold, T. R. (2009). Validity of three school climate 
scales to assess bullying, aggressive attitudes, and help seeking. School Psychology 
Review, 38(3), 338–355. https://doi.org/10.1080/02796015.2009.12087819  
Barnum, D. D., Snyder, C. R., Rapoff, M. A., Mani, M. M., & Thompson, R. (1998). Hope and 
social support in psychological adjustment of children who have survived burn injuries 
and their matched controls. Children's Health Care, 27(1), 15–30. 
https://doi.org/10.1207/s15326888chc2701_2  
Barr, T. F., & Mcneilly, K. M. (2002). The value of students’ classroom experiences from the 
eyes of the recruiter: Information, implications, and recommendations for marketing 
educators. Journal of Marketing Education, 24(2), 168–173. 
https://doi.org/10.1177/0273475302242010  
Bear, G. G., Yang, C., Chen, D., He, X., Xie, J.-S., & Huang, X. (2018). Differences in school 
climate and student engagement in China and the United States. School Psychology 
Quarterly, 33(2), 323–335. https://doi.org/https://doi.org/10.1037/spq0000247  
Bernardo, A. B. (2010). Extending hope theory: Internal and external locus of trait 
hope. Personality and individual differences, 49(8), 944-949. 
Brand, S., Felner, R., Shim, M., Seitsinger, A., & Dumas, T. (2003). Middle school improvement 
and reform: Development and validation of a school-level assessment of climate, cultural 





Brown, B. B., & Larson, J. (2009). Peer relationships in adolescence. Handbook of Adolescent 
Psychology. https://doi.org/10.1002/9780470479193.adlpsy002004  
Bryan, J., Moore-Thomas, C., Day-Vines, N. L., & Holcomb-McCoy, C. (2011). School 
counselors as social capital: The effects of high school college counseling on college 
application rates. Journal of Counseling & Development, 89(2), 190–199. 
https://doi.org/10.1002/j.1556-6678.2011.tb00077.x  
Bryant, F. B., & Cvengros, J. A. (2004). Distinguishing hope and optimism: Two sides of a coin, 
or two separate coins? Journal of Social and Clinical Psychology, 23(2), 273–302. 
https://doi.org/10.1521/jscp.23.2.273.31018  
Bryce, C. I., Alexander, B. L., Fraser, A. M., & Fabes, R. A. (2019). Dimensions of hope in 
adolescence: Relations to academic functioning and well‐being. Psychology in the 
Schools, 57(2), 171–190. https://doi.org/10.1002/pits.22311  
Buhs, E. S., Ladd, G. W., & Herald, S. L. (2006). Peer exclusion and victimization: Processes 
that mediate the relation between peer group rejection and children's classroom 
engagement and achievement? Journal of Educational Psychology, 98(1), 1–13. 
https://doi.org/10.1037/0022-0663.98.1.1  
Callina, K. S., Johnson, S. K., Buckingham, M. H., & Lerner, R. M. (2014). Hope in context: 
Developmental profiles of trust, hopeful future expectations, and civic engagement across 
adolescence. Journal of Youth and Adolescence, 43(6), 869–883. 
https://doi.org/10.1007/s10964-014-0096-9  
Carey, J., & Dimmitt, C. (2012). School counseling and student outcomes: Summary of six 




Carneiro, P., Meghir, C., & Parey, M. (2013). Maternal education, home environments, and the 
development of children and adolescents. Journal of the European Economic 
Association, 11, 123-160. https://doi.org/10.1111/j.1542-4774.2012.01096.x 
Carrell, S., & Hoekstra, M. (2014). Are school counselors an effective educational input? 
Economic Letters, 125, 66–69. https://doi.org/10.1016/j.econlet.2014.07.020. 
Carvajal, S. C., Clair, S. D., Nash, S. G., & Evans, R. I. (1998). Relating optimism, hope, and 
self-esteem to social influences in deterring substance use in adolescents. Journal of 
Social and Clinical Psychology, 17(4), 443–465. 
https://doi.org/10.1521/jscp.1998.17.4.443  
Cassidy, J., Shaver, P. R., Mikulincer, M., Gross, J. T., Stern, J. A., & Cassidy, J. A. (2016). A 
lifespan perspective on attachment and care for others: Empathy, altruism, and prosocial 
behavior. Handbook of attachment theory, research, and clinical applications (3rd ed., 
pp. 878–916). essay, The Guilford Press.  
Chang, E. C. (2003). A critical appraisal and extension of hope theory in middle-aged men and 
women: Is it important to distinguish agency and pathways components? Journal of 
Social and Clinical Psychology, 22(2), 121–143. 
https://doi.org/10.1521/jscp.22.2.121.22876  
Chang, J., & Le, T. N. (2010). Multiculturalism as a dimension of school climate: The impact on 
the academic achievement of Asian American and Hispanic youth. Cultural Diversity and 
Ethnic Minority Psychology, 16(4), 485–492. https://doi.org/10.1037/a0020654  
Chang, S., & Don, R. (2013). Relative levels of hope and their relationship with psychological 




Content Technology and Its Applications, 7(11), 399–406. 
https://doi.org/10.4156/jdcta.vol7.issue11.51  
Chen, P., & Vazsonyi, A. T. (2012). Future orientation, school contexts, and problem behaviors: 
A multilevel study. Journal of Youth and Adolescence, 42(1), 67–81. 
https://doi.org/10.1007/s10964-012-9785-4  
Chen, X., Chen, H., Kaspar, V., & Noh, S. (2000). Adolescent social, emotional, and school 
adjustment in mainland China. International Journal of Group Tensions, 29(1), 51-78. 
https://doi.org/10.1023/A:1005178713623 
Choe, K., Ryu, E., & Kim, S. (2020). Feasibility of the schizophrenia Hope Scale-9: A 
psychometric study. International Journal of Environmental Research and Public Health, 
17(22), 8635. https://doi.org/10.3390/ijerph17228635  
Choi, Y., Kim, J. H., & Park, E. C. (2015). The effect of subjective and objective social class on 
health-related quality of life: new paradigm using longitudinal analysis. Health and 
quality of life outcomes, 13(1), 1-11. https://doi.org/10.1186/s12955-015-0319-0 
Chua, L. W., Milfont, T. L., & Jose, P. E. (2014). Coping skills help explain how future-oriented 
adolescents accrue greater well-being over time. Journal of Youth and Adolescence, 
44(11), 2028–2041. https://doi.org/10.1007/s10964-014-0230-8  
Ciarrochi, J., Heaven, P. C. L., & Davies, F. (2007). The impact of hope, self-esteem, and 
attributional style on adolescents’ school grades and emotional well-being: A longitudinal 
study. Journal of Research in Personality, 41(6), 1161–1178. 
https://doi.org/10.1016/j.jrp.2007.02.001  
Ciarrochi, J., Parker, P., Kashdan, T. B., Heaven, P. C. L., & Barkus, E. (2015). Hope and 




consequences. The Journal of Positive Psychology, 10(6), 520–532. 
https://doi.org/10.1080/17439760.2015.1015154  
Cohen, J., McCabe, L., Michelli, N. M., & Pickeral, T. (2009). School climate: Research, policy, 
practice, and teacher education. Teachers College Record, 111, 180–213.  
Cohen, J., Espelage, D. L., Twemlow, S. W., Berkowitz, M. W., & Comer, J. P. (2015). 
Rethinking effective bully and violence prevention efforts: promoting healthy school 
climates, positive youth development, and preventing bully-victim-bystander behavior. 
International Journal of Violence and Schools , 15(1), 2–40.  
Çokluk, Ö., & Koçak, D. (2016). Using Horn's parallel analysis method in exploratory factor 
analysis for determining the number of factors. Educational Sciences: Theory and 
Practice, 16(2), 537-551. 
Colarossi, L. G., & Eccles, J. S. (2003). Differential effects of support providers on adolescents' 
mental health. Social Work Research, 27(1), 19-30. https://doi.org/10.1093/swr/27.1.19 
Coleman, J. (1988). Social capital in the creation of human capital. American Journal of 
Sociology, 94, 95–120. http://www.jstor.org/stable/2780243 
Conger, R. D., & Donnellan, M. B. (2007). An interactionist perspective on the socioeconomic 
context of human development. Annual review of psychology, 58, 175-199. 
https://doi.org/10.1146/annurev.psych.58.110405.085551 
Conley, S., Gould, J., & Levine, H. (2010). Support personnel in schools: Characteristics and 





Costello, A. B., & Osborne, J. (2005). Best practices in exploratory factor analysis: Four 
recommendations for getting the most from your analysis. Practical assessment, 
research, and evaluation, 10(1), 7. https://doi.org/10.7275/jyj1-4868 
Crespo, C., Jose, P. E., Kielpikowski, M., & Pryor, J. (2013). “On solid ground”: Family and 
school connectedness promotes adolescents' future orientation. Journal of Adolescence, 
36(5), 993–1002. https://doi.org/10.1016/j.adolescence.2013.08.004  
Crosnoe, R., Johnson, M. K., & Elder, G. H. (2004). Intergenerational bonding in school: The 
behavioral and contextual correlates of student-teacher relationships. Sociology of 
Education, 77(1), 60–81. https://doi.org/10.1177/003804070407700103  
Dixson, D. D., Keltner, D., Worrell, F. C., & Mello, Z. (2017). The magic of hope: Hope 
mediates the relationship between socioeconomic status and academic achievement. The 
Journal of Educational Research, 111(4), 507–515. 
https://doi.org/10.1080/00220671.2017.1302915  
Dixson, D. D. (2020). How hope measures up: Hope predicts school variables beyond growth 
mindset and school belonging. Current Psychology. https://doi.org/10.1007/s12144-020-
00975-y  
Du, H., & King, R. B. (2013). Placing hope in self and others: Exploring the relationships among 
self-construals, locus of hope, and adjustment. Personality and Individual 
Differences, 54(3), 332-337. https://doi.org/10.1016/j.paid.2012.09.015. 
Du, H., King, R. B., & Chu, S. K. (2015). Hope, social support, and depression among Hong 
Kong youth: personal and relational self-esteem as mediators. Psychology, Health & 




Dufault, K., & Martocchio, B. C. (1985). Symposium on compassionate care and the dying 
experience. Hope: its spheres and dimensions. The Nursing Clinics of North America, 
20(2), 379–391 
Eliot, M., Cornell, D., Gregory, A., & Fan, X. (2010). Supportive school climate and student 
willingness to seek help for bullying and threats of violence. Journal of School 
Psychology, 48(6), 533–553. https://doi.org/10.1016/j.jsp.2010.07.001  
Elsaesser, C., Gorman-Smith, D., & Henry, D. (2012). The role of the school environment in 
relational aggression and victimization. Journal of Youth and Adolescence, 42(2), 235–
249. https://doi.org/10.1007/s10964-012-9839-7  
Erickson, C. L., Mattaini, M. A., & McGuire, M. S. (2004). Constructing nonviolent cultures in 
schools: The state of the science. Children & Schools, 26(2), 102–116. 
https://doi.org/10.1093/cs/26.2.102  
Espenshade, T. J., Hale, L. E., & Chung, C. Y. (2005). The frog pond revisited: High school 
academic context, class rank, and elite college admission. Sociology of Education, 78(4), 
269–293. https://doi.org/10.1177/003804070507800401  
Esposito, C. (1999) Learning in urban blight: School climate and its effect on the school 
performance of urban, minority, low-Income children. School Psychology Review, 28(3), 
365-377, DOI: 10.1080/02796015.1999.12085971 
Fan, X., Thompson, B., & Wang, L. (1999). Effects of sample size, estimation methods, and 
model specification on structural equation modeling fit indexes. Structural equation 




Fantuzzo, J. W., King, J. A., & Heller, L. R. (1992). Effects of reciprocal peer tutoring on 
mathematics and school adjustment: A component analysis. Journal of Educational 
Psychology, 84(3), 331. https://doi.org/10.1037/0022-0663.84.3.331 
Feldman, D. B., & Kubota, M. (2015). Hope, self-efficacy, optimism, and academic 
achievement: Distinguishing constructs and levels of specificity in predicting college 
grade-point average. Learning and Individual Differences, 37, 210–216. 
https://doi.org/10.1016/j.lindif.2014.11.022  
Fowler, D. R., Weber, E. N., Klappa, S. P., & Miller, S. A. (2017). Replicating future 
orientation: Investigating the constructs of hope and optimism and their subscales 
through replication and expansion. Personality and Individual Differences, 116, 22–28. 
https://doi.org/10.1016/j.paid.2017.04.010  
Fredrickson, B. L. (2001). The role of positive emotions in positive psychology: The broaden-
and-build theory of positive emotions. American Psychologist, 56(3), 218–226. 
https://doi.org/10.1037/0003-066x.56.3.218  
Frelin, A., & Grannäs, J. (2015). Direct and indirect educational relationships: Developing a 
typology for the contribution of different categories of school staff in relation to students’ 
educational experiences. Improving schools, 18(1), 56-68. 
https://doi.org/10.1177/1365480214562124 
Furrer, C. J., & Marchand, G. C. (2020). The adolescent peer system and academic engagement. 
Educational Psychology, 1–20. https://doi.org/10.1080/01443410.2019.1706722  
Gallagher, M. W., & Lopez, S. J. (2009). Positive expectancies and mental health: Identifying 





Gallagher, M. W., Marques, S. C., & Lopez, S. J. (2016). Hope and the academic trajectory of 
college students. Journal of Happiness Studies, 18(2), 341–352. 
https://doi.org/10.1007/s10902-016-9727-z  
Giatti, L., do Valle Camelo, L., de Castro Rodrigues, J. F., & Barreto, S. M. (2012). Reliability 
of the MacArthur scale of subjective social status-Brazilian Longitudinal Study of Adult 
Health (ELSA-Brasil). BMC public health, 12(1), 1-7. https://doi.org/10.1186/1471-
2458-12-1096 
Goodman, E., Adler, N. E., Kawachi, I., Frazier, A. L., Huang, B., & Colditz, G. A. (2001). 
Adolescents’ perceptions of social status: Development and evaluation of a new 
indicator. Pediatrics, 108(2), e31-e31. https://doi.org/10.1542/peds.108.2.e31 
Gottfredson, D. C., Wilson, D. B., & Najaka, S. S. (2003). School-based crime prevention. In 
Evidence-based crime prevention (pp. 70-178). Routledge. 
Gottfredson, G. D., Gottfredson, D. C., Payne, A. A., & Gottfredson, N. C. (2005). School 
climate predictors of school disorder: Results from a national study of delinquency 
prevention in schools. Journal of Research in Crime and Delinquency, 42(4), 412–444. 
https://doi.org/10.1177/0022427804271931  
Greenspoon, P. J., & Saklofske, D. H. (2001). Toward an integration of subjective wellbeing and 
psychopathology. Social Indicators Research, 54, 81–108. 
https://doi.org/https://doi.org/10.1023/A:1007219227883  
Gregory, A., Cornell, D., Fan, X., Sheras, P., Shih, T., & Huang, F. (2010). Authoritative school 
discipline: High school practices associated with lower bullying and victimization. 




Griskevicius, V., Tybur, J. M., Delton, A. W., & Robertson, T. E. (2011). The influence of 
mortality and socioeconomic status on risk and delayed rewards: A life history theory 
approach. Journal of Personality and Social Psychology, 100(6), 1015–1026. 
https://doi.org/10.1037/a0022403  
Guerra, N. G., Williams, K. R., & Sadek, S. (2011). Understanding bullying and victimization 
during childhood and adolescence: a mixed methods study. Child Development, 82(1), 
295–310. https://doi.org/10.1111/j.1467-8624.2010.01556.x  
Gysbers, N. C. (2013). Career‐ready students: A goal of comprehensive school counseling 
programs. The Career Development Quarterly, 61(3), 283-288. 
https://doi.org/10.1002/j.2161-0045.2013.00057.x 
Hanish, L. D., & Guerra, N. G. (2000). The roles of ethnicity and school context in predicting 
children’s victimization by peers. American Journal of Community Psychology, 28, 201–
223. https://doi.org/10.1023/A:1005187201519 
Hargrove, B. K., Inman, A. G., & Crane, R. L. (2005). Family interaction patterns, career 
planning attitudes, and vocational identity of high school adolescents. Journal of Career 
Development, 31(4), 263–278. https://doi.org/10.1007/s10871-005-4740-1  
Haroz, E. E., Jordans, M., de Jong, J., Gross, A., Bass, J., & Tol, W. (2015). Measuring hope 
among children affected by armed conflict: Cross-cultural construct validity of the 
children’s hope scale. Assessment, 24(4), 528–539. 
https://doi.org/10.1177/1073191115612924  
Helm, E., Sedlacek, W., & Prieto, D. (1998). The relationship between attitudes toward diversity 
and overall satisfaction of university students by race. Journal of College Counseling, 




Hendrickson, A. E., & White, P. O. (1964). Promax: A quick method for rotation to oblique 
simple structure. British journal of statistical psychology, 17(1), 65-70. 
https://doi.org/10.1111/j.2044-8317.1964.tb00244.x 
Hill, N. E., Castellino, D. R., Lansford, J. E., Nowlin, P., Dodge, K. A., Bates, J. E., & Pettit, G. 
S. (2004). Parent academic involvement as related to school behavior, achievement, and 
aspirations: Demographic variations across adolescence. Child Development, 75(5), 
1491–1509. https://doi.org/10.1111/j.1467-8624.2004.00753.x  
Hirschi, A. (2013). Hope as a resource for self-directed career management: Investigating 
mediating effects on proactive career behaviors and life and job satisfaction. Journal of 
Happiness Studies, 15(6), 1495–1512. https://doi.org/10.1007/s10902-013-9488-x  
Hirschi, A., Abessolo, M., & Froidevaux, A. (2015). Hope as a resource for career exploration: 
Examining incremental and cross-lagged effects. Journal of Vocational Behavior, 86, 38–
47. https://doi.org/10.1016/j.jvb.2014.10.006  
Hooper, D., Coughlan, J., & Mullen, M. (2008). Structural equation modelling: Guidelines for 
determining model fit. Electronic Journal of Business Research Methods, 6(1), 53-60. 
doi:10.21427/D7CF7R 
Hughes, J. N., Cavell, T. A., & Willson, V. (2001). Further support for the developmental 
significance of the quality of the teacher–student relationship. Journal of School 
Psychology, 39(4), 289–301. https://doi.org/10.1016/s0022-4405(01)00074-7  
Hughes, J. N., Wu, J.-Y., Kwok, O.-m., Villarreal, V., & Johnson, A. Y. (2012). Indirect effects 
of child reports of teacher–student relationship on achievement. Journal of Educational 




Hui, E. K. P., & Sun, R. C. F. (2010). Chinese children’s perceived school satisfaction: the role 
of contextual and intrapersonal factors. Educational Psychology, 30(2), 155–172. 
https://doi.org/10.1080/01443410903494452  
Hurwitz, M., & Howell, J. (2014). Estimating causal impacts of school counselors with 
regression discontinuity designs. Journal of Counseling & Development, 92(3), 316-327. 
https://doi.org/10.1002/j.1556-6676.2014.00159.x 
In, H. (2016). Acculturation and hope as predictors of career decision self-efficacy among 
Korean international undergraduate students. Journal of Career Development, 43(6), 
526–540. https://doi.org/10.1177/0894845316633784 
International Labour Office (ILO) Mongolian economic policy and competitiveness research 
center (EPCRC). (2017). Jobs and skills for youth: review of policies for youth 
employment in Mongolia. 
Jackman, D. M., & MacPhee, D. (2016). Self-esteem and future orientation predict adolescents’ 
risk engagement. The Journal of Early Adolescence, 37(3), 339–366. 
https://doi.org/10.1177/0272431615602756  
Jackson, M. I., Kiernan, K., & McLanahan, S. (2017). Maternal education, changing family 
circumstances, and children’s skill development in the United States and UK. The 
ANNALS of the American Academy of Political and Social Science, 674(1), 59–84. 
https://doi.org/10.1177/0002716217729471  
Jia, Y., Way, N., Ling, G., Yoshikawa, H., Chen, X., Hughes, D., Ke, X., Lu, Z. (2009). The 
influence of student perceptions of school climate on socioemotional and academic 
adjustment: A comparison of Chinese and American adolescents. Child Development, 




Jiang, X., Huebner, E. S., & Hills, K. J. (2013). Parent attachment and early adolescents’ life 
satisfaction: the mediating effect of hope. Psychology in the Schools, 50(4), 340–352. 
https://doi.org/10.1002/pits.21680  
Johnson, J., & Rochkind, J. (2010). Can I get a little advice here? How an overstretched high 
school guidance system is undermining students' college aspirations. Public agenda. 
Johnson, S. R., Blum, R. W., & Cheng, T. L. (2014). Future orientation: A construct with 
implications for adolescent health and wellbeing. International Journal of Adolescent 
Medicine and Health, 26(4), 459–468. https://doi.org/10.1515/ijamh-2013-0333. 
Johnson, S. L., Pas, E., & Bradshaw, C. P. (2016). Understanding the association between school 
climate and future orientation. Journal of youth and adolescence, 45(8), 1575-1586. 
Jovanović, V. (2013). Evaluation of the Children’s Hope Scale in Serbian adolescents: 
Dimensionality, measurement invariance across gender, convergent and incremental 
validity. Child Indicators Research, 6(4), 797-811. doi:10.1007/S12187-013-9195-5 
Joyce, H. D., & Early, T. J. (2014). The impact of school connectedness and teacher support on 
depressive symptoms in adolescents: A multilevel analysis. Children and Youth Services 
Review, 39, 101–107. https://doi.org/10.1016/j.childyouth.2014.02.005  
Ju, S., & Lee, Y. (2018). Developmental trajectories and longitudinal mediation effects of self-
esteem, peer attachment, child maltreatment and depression on early adolescents. Child 
abuse & neglect, 76, 353–363. https://doi.org/10.1016/j.chiabu.2017.11.015 
Juvonen, J., Nishina, A., & Graham, S. (2006). Ethnic diversity and perceptions of safety in 





Hill, N. E., Castellino, D. R., Lansford, J. E., Nowlin, P., Dodge, K. A., Bates, J. E., & Pettit, G. 
S. (2004). Parent academic involvement as related to school behavior, achievement, and 
aspirations: Demographic variations across adolescence. Child development, 75(5), 1491-
1509. https://doi.org/10.1111/j.1467-8624.2004.00753.x 
Kantomaa, M. T., Tammelin, T. H., Demakakos, P., Ebeling, H. E., & Taanila, A. M. (2009). 
Physical activity, emotional and behavioural problems, maternal education and self-
reported educational performance of adolescents. Health Education Research, 25(2), 
368–379. https://doi.org/10.1093/her/cyp048  
Kao, G., & Tienda, M. (1998). Educational aspirations of minority youth. American Journal of 
Education, 106(3), 349–384. https://doi.org/10.1086/444188 
Kato, T., & Snyder, C. R. (2005). The relationship between hope and subjective well-being: 
Reliability and validity of the dispositional hope scale, Japanese version. Japanese 
Journal of Psychology. https://doi.org/10.4992/jjpsy.76.227 
Kawachi, I., & Berkman, L. (2000). Social cohesion, social capital, and health. Social 
epidemiology, 174(7), 290-319. doi: 10.1093/med/9780195377903.001.0001 
Kelly, S., & Zhang, Y. (2016). Teacher support and engagement in math and science: Evidence 
from the high school longitudinal study. The High School Journal 99(2), 141-165. 
doi:10.1353/hsj.2016.0005. 
Kenny, D. A. (2020). Measuring Model Fit. SEM: Fit (David A. Kenny). 
http://www.davidakenny.net/cm/fit.htm. 
Kenny, M. E., Walsh-Blair, L. Y., Blustein, D. L., Bempechat, J., & Seltzer, J. (2010). 




achievement-related beliefs. Journal of Vocational Behavior, 77(2), 205-212. 
https://doi.org/10.1016/j.jvb.2010.02.005 
Kerpelman, J. L., & Mosher, L. S. (2004). Rural African American adolescents' future 
orientation: The importance of self-efficacy, control and responsibility, and identity 
development. Identity: An International Journal of Theory and Research, 4(2), 187–208. 
https://doi.org/10.1207/s1532706xid0402_5 
Kilian, J. M., Fish, M. C., & Maniago, E. B. (2007). Making schools safe: A system-wide school 
intervention to increase student prosocial behaviors and enhance school climate. Journal 
of Applied School Psychology, 23(1), 1–30. https://doi.org/10.1300/j370v23n01_01  
Kim, T.-H., Lee, S. M., Yu, K., Lee, S., & Puig, A. (2005). Hope and the meaning of life as 
influences on Korean adolescents' resilience: Implications for counselors. Asia Pacific 
Education Review, 6(2), 143–152.  
Kim, K. W., Wallander, J. L., Peskin, M., Cuccaro, P., Elliott, M. N., & Schuster, M. A. (2018). 
Associations between parental SES and children’s health-related quality of life: the role 
of objective and subjective social status. Journal of pediatric psychology, 43(5), 534-542. 
https://doi.org/10.1093/jpepsy/jsx139 
Kim, Y. C. (2014). Impact of peer attachment, community spirit and multi-cultural acceptance on 
school life adaption in children. The Journal of the Korea Contents Association, 14(9), 
321-331. https://doi.org/10.5392/JKCA.2014.14.09.321 
King, R. B., McInerney, D. M., & Watkins, D. A. (2012). How you think about your intelligence 
determines how you feel in school: The role of theories of intelligence on academic 





Klimstra, T. A., Hale III, W. W., Raaijmakers, Q. A., Branje, S. J., & Meeus, W. H. (2009). 
Identity formation in adolescence: change or stability? Journal of Youth and Adolescence, 
39(2), 150–162. https://doi.org/10.1007/s10964-009-9401-4  
Konishi, C., Miyazaki, Y., Hymel, S., & Waterhouse, T. (2017). Investigating associations 
between school climate and bullying in secondary schools: Multilevel contextual effects 
modeling. School Psychology International, 38(3), 240–263. 
https://doi.org/10.1177/0143034316688730  
Košir, K., & Tement, S. (2014). Teacher–student relationship and academic achievement: A 
cross-lagged longitudinal study on three different age groups. European journal of 
psychology of education, 29(3), 409-428. doi:10.1007/S10212-013-0205-2 
Kuperminc, G. P., Leadbeater, B. J., Emmons, C., & Blatt, S. J. (1997). Perceived school climate 
and difficulties in the social adjustment of middle school students. Applied 
Developmental Science, 1(2), 76–88. https://doi.org/10.1207/s1532480xads0102_2 
Kuperminc, G. P., Leadbeater, B. J., & Blatt, S. J. (2001). School social climate and individual 
differences in vulnerability to psychopathology among middle school students. Journal of 
School Psychology, 39(2), 141–159. https://doi.org/10.1016/s0022-4405(01)00059-0  
Kutsyuruba, B., Klinger, D. A., & Hussain, A. (2015). Relationships among school climate, 
school safety, and student achievement and well-being: a review of the literature. Review 
of Education, 3(2), 103–135. https://doi.org/10.1002/rev3.3043  
Låftman, S. B., Östberg, V., & Modin, B. (2017). School climate and exposure to bullying: a 





Låftman, S. B., Alm, S., Sandahl, J., & Modin, B. (2018). Future orientation among students 
exposed to school bullying and cyberbullying victimization. International Journal of 
Environmental Research and Public Health, 15(4), 605. 
LaRusso, M., & Selman, R. (2011). Early adolescent health risk behaviors, conflict resolution 
strategies, and school climate. Journal of Applied Developmental Psychology, 32(6), 354–
362. https://doi.org/10.1016/j.appdev.2011.05.003  
Lee, C. S., & Reedy, D. (2013). Relative levels of hope and their relationship with psychological 
characteristics among rural multicultural school students. International Journal of Digital 
Content Technology and Its Applications, 7(11), 399.  
Lei, H., Wang, Z., Peng, Z., Yuan, Y., & Li, Z. (2019). Hope across socioeconomic status: 
examining measurement invariance of the children's hope scale across socioeconomic 
status groups. Frontiers in Psychology, 10. https://doi.org/10.3389/fpsyg.2019.02593  
Lerner, R. M. (2009). The positive youth development perspective: Theoretical and empirical 
bases of a strengths-based approach to adolescent development. The Oxford Handbook of 
Positive Psychology, 148–164. 
https://doi.org/10.1093/oxfordhb/9780195187243.013.0014  
Leung, H., Wu, F. K., & Shek, D. T. (2017). Hope, aspirations, and resilience in children and 
adolescents: a review of research on measurement and related antecedents. International 
Journal on Disability and Human Development, 16(4), 351-358. 
Leung, K. C. (2019). An updated meta-analysis on the effect of peer tutoring on tutors’ 
achievement. School Psychology International, 40(2), 200-214. 
Lewin, K. (1939). Field theory and experiment in social psychology: Concepts and methods. 




Li, W., & Huntsinger, L. (2011). China’s grassland contract policy and its impacts on herder 
ability to benefit in Inner Mongolia: Tragic feedbacks. Ecology and Society, 16(2). 
Ling, Y., Huebner, E. S., Liu, J., Liu, W.-L., Zhang, J., & Xiao, J. (2015). The origins of hope in 
adolescence: A test of a social–cognitive model. Personality and Individual Differences, 
87, 307–311. https://doi.org/10.1016/j.paid.2015.08.016  
Ling, Y., Huebner, E. S., Fu, P., Zeng, Y., & He, Y. (2016). A person-oriented analysis of hope 
in Chinese adolescents. Personality and Individual Differences, 101, 446–450. 
https://doi.org/10.1016/j.paid.2016.06.048  
Ling, Y., Yang, Q., Ge, Z., Zhong, M., Zeng, Y., & Huebner, S. E. (2021). Examination of the 
validity of the Chinese version of the Children’s Hope Scale among Chinese 
adolescents. Journal of Psychoeducational Assessment, 39(4), 468-480. 
Lo, C. C., Kim, Y. S., Allen, T. M., Allen, A. N., Minugh, P. A., & Lomuto, N. (2011). The 
impact of school environment and grade level on student delinquency: A multilevel 
modeling approach. Crime & Delinquency, 57(4), 622-657. 
https://doi.org/10.1177/0011128709352232 
Loukas, A., & Robinson, S. (2004). Examining the moderating role of perceived school climate 
in early adolescent adjustment. Journal of Research on Adolescence, 14(2), 209–233. 
https://doi.org/10.1111/j.1532-7795.2004.01402004.x 
Lin, S., Salazar, T. R., & Wu, S. (2019). Impact of academic experience and school climate of 
diversity on student satisfaction. Learning Environments Research, 22(1), 25-41. 
Liu, Y., & Lu, Z. (2012). Chinese high school students' academic stress and depressive 





Liu, Y., Carney, J. V., Kim, H., Hazler, R. J., & Guo, X. (2020). Victimization and students’ 
psychological well-being: The mediating roles of hope and school connectedness. 
Children and Youth Services Review, 108, 
104674.  https://doi.org/10.1016/j.childyouth.2019.104674 
Luthar, S. S., & Cicchetti, D. (2000). The construct of resilience: Implications for interventions 
and social policies. Development and Psychopathology, 12(4), 857–885. 
https://doi.org/10.1017/s0954579400004156  
Ma, X., & Klinger, D. A. (2000). Hierarchical linear modelling of student and school effects on 
academic achievement. Canadian Journal of Education / Revue Canadienne De 
L'éducation, 25(1), 41. https://doi.org/10.2307/1585867  
Mahatmya, D., Lohman, B.J., Brown, E.L., & Conway-Turner, J. (2016).  The role of race and 
teachers’ cultural awareness in predicting low-income, Black and Hispanic students’ 
perceptions of educational attainment. Social Psychology of Education, 19(2), 427–449 
(2016). https://doi.org/10.1007/s11218-016-9334-1 
Marjoribanks, K. (2002). Family contexts, individual characteristics, proximal settings, and 
adolescents' aspirations. Psychological reports, 91(3), 769-779. 
https://doi.org/10.2466/pr0.2002.91.3.769 
Malmberg, L. E. (2001). Future-orientation in educational and interpersonal contexts. 
In Navigating Through Adolescence (pp. 119-140). Routledge. 
Marques, S. C., Pais-Ribeiro, J. L., & Lopez, S. J. (2009). Validation of a Portuguese version of 





Marques, S. C., Pais-Ribeiro, J. L., & Lopez, S. J. (2011). The role of positive psychology 
constructs in predicting mental health and academic achievement in children and 
adolescents: A two-year longitudinal study. Journal of Happiness Studies, 12(6), 1049–
1062. https://doi.org/10.1007/s10902-010-9244-4  
Marques, S. C., Lopez, S. J., Fontaine, A. M., Coimbra, S., & Mitchell, J. (2015). How much 
hope is enough? Levels of hope and students’ psychological and school functioning. 
Psychology in the Schools, 52(4), 325–334. https://doi.org/10.1002/pits.21833  
Marques, S. C. (2016). Psychological strengths in childhood as predictors of longitudinal 
outcomes. School Mental Health, 8(3), 377–385. https://doi.org/10.1007/s12310-016-
9195-y  
Marques, S. C., Gallagher, M. W., & Lopez, S. J. (2017). Hope-and academic-related outcomes: 
A meta-analysis. School Mental Health, 9(3), 250–262. https://doi.org/10.1007/s12310-
017-9212-9  
Matsumoto, D., & Van de Vijver, F. J. R. (Eds.). (2011). Culture and psychology.Cross-cultural 
research methods in psychology. Cambridge University Press. 
Maurizi, L. K., Grogan-Kaylor, A., Granillo, M. T., & Delva, J. (2013). The role of social 
relationships in the association between adolescents' depressive symptoms and academic 
achievement. Children and youth services review, 35(4), 618–625. 
https://doi.org/10.1016/j.childyouth.2013.01.006 
Merkaš, M., & Brajša-Žganec, A. (2011). Children with different levels of hope: Are there 
differences in their self-esteem, life satisfaction, social support, and family cohesion? 




Michelson, N., Riis, J. L., & Johnson, S. B. (2016). Subjective social status and psychological 
distress in mothers of young children. Maternal and child health journal, 20(10), 2019-
2029. https://doi.org/10.1007/s10995-016-2027-8 
Moliner, Lidon, & Alegre, Francisco. (2020). Effects of peer tutoring on middle school students’ 
mathematics self-concepts. PloS One, 15(4), E0231410. 
https://doi.org/10.1371/journal.pone.0231410 
National statistics office of Mongolia (2020). National report, 2020 population and housing 
census of Mongolia.  
Nazam, F., & Husain, A. (2021). Psychometric revalidation of children’s hope scale among 
Indian adolescents. Asia-Pacific Social Science Review, 21(1).  
Negru-Subtirica, O., & Pop, E. I. (2016). Longitudinal links between career adaptability and 
academic achievement in adolescence. Journal of Vocational Behavior, 93, 163–170. 
https://doi.org/10.1016/j.jvb.2016.02.006  
Newman, R. S., Murray, B., & Lussier, C. (2001). Confrontation with aggressive peers at school: 
Students' reluctance to seek help from the teacher. Journal of Educational Psychology, 
93, 398−410. https://doi.org/10.1037/0022-0663.93.2.398 
Nie, Q., Teng, Z., Bear, G. G., Guo, C., Liu, Y., & Zhang, D. (2019). Hope as mediator between 
teacher–student relationships and life satisfaction among Chinese adolescents: A 
between- and within-person effects analysis. Journal of Happiness Studies, 20, 2367–
2383. https://doi.org/10.1007/s10902-018-0052-6 
Nisbett, R. E., Peng, K., Choi, I., & Norenzayan, A. (2001). Culture and systems of thought: 





Nurmi J. E. (1987). Age, sex, social class, and quality of family interaction as determinants of 
adolescents' future orientation: A developmental task interpretation. Adolescence, 22(88), 
977–991. 
Nurmi, J.-E. (1991). How do adolescents see their future? A review of the development of future 
orientation and planning. Developmental Review, 11(1), 1–59. 
https://doi.org/10.1016/0273-2297(91)90002-6  
Nurmi, J. E., & Pulliainen, H. (1991). The changing parent-child relationship, self-esteem, and 
intelligence as determinants of orientation to the future during early adolescence. Journal 
of adolescence, 14(1), 35-51. https://doi.org/10.1016/0140-1971(91)90044-r 
Oliver, C., & Candappa, M. (2007). Bullying and the politics of ‘telling’. Oxford Review of 
Education, 33(1), 71-86. 
Otis, K. L., Huebner, E. S., & Hills, K. J. (2016). Origins of early adolescents’ hope: Personality, 
Parental attachment, and stressful life events. Canadian Journal of School Psychology, 
31(2), 102–121. https://doi.org/10.1177/0829573515626715 
Otis, K. L. (2017). Hope and social support: what types of parent, peer, and teacher support 
matter to early adolescent females and males (Doctoral dissertation, University of South 
Carolina). 
Oyunbaatar, G. P. (2014). IHOW: Helping Mongolian girls find the key to their careers. Women 
in Higher Education, 23(6), 14-14. 
Padilla-Walker, L. M., Hardy, S. A., & Christensen, K. J. (2010). Adolescent hope as a mediator 
between parent-child connectedness and adolescent outcomes. The Journal of Early 




Parker, P. D., Ciarrochi, J., Heaven, P., Marshall, S., Sahdra, B., & Kiuru, N. (2015). Hope, 
friends, and subjective well-being: A social network approach to peer group contextual 
effects. Child Development, 86, 642–650. https://doi.org/10.1111/cdev.12308 
Parris, L., Neves, J. R., & La Salle, T. (2018). School climate perceptions of ethnically diverse 
students: Does school diversity matter? School Psychology International, 39(6), 625-645. 
https://doi.org/10.1177/0143034318798419 
Pertegal, M.-Á., & Oliva, A. (2017). A model on the contribution of school assets to the 
achievement of adolescents’ well-being and academic performance. The Spanish Journal 
of Psychology, 20. https://doi.org/10.1017/sjp.2017.47  
Pohlmann, J. T. (2004). Use and interpretation of factor analysis in The Journal of Educational 
Research: 1992-2002. The Journal of Educational research, 98(1), 14-23. doi: 
10.3200/JOER.98.1.14-23 
Pratt, M. W., Norris, J. E., van de Hoef, S., & Arnold, M. L. (2001). Stories of hope: Parental 
optimism in narratives about adolescent children. Journal of Social and Personal 
Relationships, 18(5), 603–623. https://doi.org/10.1177/0265407501185003  
Pulido-Martos, M., Jiménez-Moral, J. A., Lopez-Zafra, E., & Ruiz, J. R. (2014). An adaptation 
of the Children’s Hope Scale in a sample of Spanish adolescents. Child Indicators 
Research, 7(2), 267-278. doi:10.1007/s12187-013-9223-5 
Rambaran, J. A., Hopmeyer, A., Schwartz, D., Steglich, C., Badaly, D., & Veenstra, R. (2016). 
Academic functioning and peer influences: A short-term longitudinal study of network-





Ramelow, D., Currie, D., & Felder-Puig, R. (2015). The assessment of school climate: Review 
and appraisal of published student-report measures. Journal of Psychoeducational 
Assessment, 33(8), 731–743. https://doi.org/10.1177/0734282915584852  
Rand, K. L. (2009). Hope and optimism: Latent structures and influences on grade expectancy 
and academic performance. Journal of Personality, 77(1), 231–260. 
https://doi.org/10.1111/j.1467-6494.2008.00544.x  
Rarick, C., Winter, G., Barczyk, C., Pruett, M., & Nickerson, I. (2014). Mongolia: A cultural 
portrait using the Hofstede 5-D model. Global Journal of Management and Business 
Research. 
Reinke, W. M., & Herman, K. C. (2002). Creating school environments that deter antisocial 
behaviors in youth. Psychology in the Schools, 39(5), 549–559. 
https://doi.org/10.1002/pits.10048  
Riekie, H., Aldridge, J. M., & Afari, E. (2017). The role of the school climate in high school 
students’ mental health and identity formation: A South Australian study. British 
Educational Research Journal, 43(1), 95–123. https://doi.org/10.1002/berj.3254  
Robbins, R. N., & Bryan, A. (2004). Relationships between future orientation, impulsive 
sensation seeking, and risk behavior among adjudicated adolescents. Journal of 
Adolescent Research, 19(4), 428–445. https://doi.org/10.1177/0743558403258860  
Roeser, R. W., & Eccles, J. S. (1998). Adolescents' perceptions of middle school: Relation to 
longitudinal changes in academic and psychological adjustment. Journal of Research on 
Adolescence, 8(1), 123–158. https://doi.org/10.1207/s15327795jra0801_6  
Roffey, S. (2008). Emotional literacy and the ecology of school wellbeing. Educational and 




Rowe, F., Stewart, D., & Patterson, C. (2007). Promoting school connectedness through whole 
school approaches. Health Education, 107, 524–542. 
https://doi.org/10.1108/09654280710827920 
Rowe, F., & Stewart, D. (2009). Promoting connectedness through whole‐school approaches: A 
qualitative study. Health Education, 109(5), 396–413. 
https://doi.org/10.1108/09654280910984816  
Rumberger, R. W., & Palardy, G. J. (2005). Test scores, dropout rates, and transfer rates as 
alternative indicators of high school performance. American Educational Research 
Journal, 42, 3–42. https://doi.org/10.3102/00028312042001003 
Sattler, D. N., Assanangkornchai, S., Moller, A. M., Kesavatana-Dohrs, W., & Graham, J. M. 
(2014). Indian Ocean tsunami: Relationships among posttraumatic stress, posttraumatic 
growth, resource loss, and coping at 3 and 15 months. Journal of Trauma & 
Dissociation, 15(2), 219-239. https://doi.org/10.1080/15299732.2014.869144 
Sattler, D. N., Lousi, U., Graham, J. M., Latu, V., Johnson, J., & Helu, S. L. (2020). Climate 
change in Tonga: Risk perception and behavioral adaptation. Managing Climate Change 
Adaptation in the Pacific Region, 273. doi: 10.1007/978-3-030-40552-6_14 
Sattler, D. N., Bishkhorloo, B., & Graham, J. M. (2021). Climate change threatens nomadic 
herding in Mongolia: A model of climate change risk perception and behavioral 
adaptation. Journal of Environmental Psychology, 75, 101620. 
https://doi.org/10.1016/j.jenvp.2021.101620 
Sattler, D. N., Gruman, D. H., Enkhtur, O., Muskavage, B., & Bishkhorloo, B. (2021). School 




School. Learning Environments Research, 1-16. https://doi.org/10.1007/s10984-021-
09375-w 
Savahl, S., Casas, F., & Adams, S. (2015). Validation of the children’s hope scale amongst a sle 
of adolescents in the western cape region of south Africa. Child Indicators Research, 
9(3), 701–713. https://doi.org/10.1007/s12187-015-9334-2  
Savahl, S. (2020). Children's hope in South Africa: a population-based study. Frontiers in 
Psychology, 11. https://doi.org/10.3389/fpsyg.2020.01023  
Savahl, S., Adams, S., Florence, M., Casas, F., Mpilo, M., Louise Sinclair, D., & Manuel, D. 
(2020). Afrikaans adaptation of the children’s hope scale: Validation and measurement 
invariance. Cogent Psychology, 7(1), 1853010. 
https://doi.org/10.1080/23311908.2020.1853010  
Schröder, E., Schmitt-Rodermund, E., & Arnaud, N. (2011). Career choice intentions of 
adolescents with a family business background. Family Business Review, 24(4), 305–321. 
https://doi.org/10.1177/0894486511416977 
Seginer, R., & Halabi-Kheir, H. (1998). Adolescent passage to adulthood: Future orientation in 
the context of culture, age, and gender. International Journal of Intercultural Relations, 
22(3), 309–328. https://doi.org/10.1016/s0147-1767(98)00010-8  
Seginer, R. (2003). Adolescent future orientation: An integrated cultural and ecological 
perspective. Online Readings in Psychology and Culture, 
6(1). https://doi.org/10.9707/2307-0919.1056 
Seginer, R., & Noyman, M. S. (2005). Future orientation, identity and intimacy: Their relations 





Seginer, R. (2008). Future orientation in times of threat and challenge: How resilient adolescents 
construct their future. International Journal of Behavioral Development, 32(4), 272–282. 
https://doi.org/10.1177/0165025408090970  
Seginer, R. (2009). Future orientation: Developmental and ecological perspectives. 
Springer. https://doi.org/10.1007/b106810 
Seginer, R., & Shoyer, S. (2012).  Future orientation in cultural transition: Acculturation 
strategies of youth from three minority groups in Israel. Japanese Psychological 
Research, 54(3), 310–320. https://doi.org/10.1111/j.1468-5884.2012.00522.x  
Seginer, R., & Shoyer, S. (2012). How mothers affect adolescents' future orientation: A two-
source analysis. Japanese Psychological Research, 54(3), 310–320. 
https://doi.org/10.1111/j.1468-5884.2012.00522.x  
Seligman, M. E., & Csikszentmihalyi, M. (2014). Positive Psychology: An Introduction. Flow 
and the Foundations of Positive Psychology, 279–298. https://doi.org/10.1007/978-94-
017-9088-8_18  
Seth, M. J. (2005). Popular demand and education in South Korea: An historical overview. 
In conference “Profits and challenges of education in Korea,” by the Korea Argentina 
Study Center, University of Buenos Aires. Retrieved January (Vol. 11, p. 2007). 
Sharp, E. H., & Coatsworth, J. D. (2012). Adolescent future orientation: The role of identity 
discovery in self-defining activities and context in two rural samples. Identity, 12(2), 129-
156. https://doi.org/10.1080/15283488.2012.668731 
Shek, D. T. L., Wu, F. K. Y., & Leung, H. (2016). Dreams, aspirations and related constructs in 
children and adolescents: a literature review. International Journal on Disability and 




Shim, S. H. (2008). A philosophical investigation of the role of teachers: A synthesis of Plato, 
Confucius, Buber, and Freire. Teaching and Teacher Education, 24(3), 515-535. 
https://doi.org/10.1016/j.tate.2007.09.014 
Shim, S. S., Kiefer, S. M., & Wang, C. (2013). Help seeking among peers: The role of goal 
structure and peer climate. The Journal of Educational Research, 106(4), 290-300. 
Shin, J., Lee, H., & Kim, Y. (2009). Student and school factors affecting mathematics 
achievement: International comparisons between Korea, Japan and the USA. School 
Psychology International, 30(5), 520-537. https://doi.org/10.1177/0143034309107070 
Smith, P. K., Shu, S., & Madsen, K. (2001). Characteristics of victims of school bullying. Peer 
harassment in school: The plight of the vulnerable and victimized, 332-351. 
Smith, J. D., Cousins, J. B., & Stewart, R. (2005). Antibullying interventions in schools: 
Ingredients of effective programs. Canadian Journal of Education/Revue Canadienne de 
l'éducation, 739-762. https://doi.org/10.2307/4126453 
Snyder, C. R., Harris, C., Anderson, J. R., Holleran, S. A., Irving, L. M., Sigmon, S. T., 
Yoshinobu, L., Gibb, J., Langelle, C., & Harney, P. (1991). The will and the ways: 
development and validation of an individual-differences measure of hope. Journal of 
personality and social psychology, 60(4), 570–585. https://doi.org/10.1037//0022-
3514.60.4.570  
Snyder, C. R., Hoza, B., Pelham, W. E., Rapoff, M., Ware, L., Danovsky, M., Highberger, L., 
Rubinstein, H., & Stahl, K. J. (1997). The development and validation of the Children's 





Snyder, C. R., Sympson, S. C., Michael, S. T., & Cheavens, J. (2001). Optimism and hope 
constructs: Variants on a positive expectancy theme. In E. C. Chang (Ed.), Optimism & 
pessimism: Implications for theory, research, and practice (pp. 101–125). American 
Psychological Association. https://doi.org/10.1037/10385-005 
Snyder, C. R. (2002). TARGET ARTICLE: Hope theory: Rainbows in the mind. Psychological 
Inquiry, 13(4), 249–275. https://doi.org/10.1207/s15327965pli1304_01  
Snyder, C. R., Lopez, S. J., Rand, K. L., & Sigmon, D. R. (2002). Hope theory: A member of the 
positive psychology family. In the Handbook of positive psychology (pp. 257–276). 
essay, Oxford University Press.  
Snyder, C. R., Shorey, H. S., Cheavens, J., Pulvers, K. M., Adams, V. H. I., & Wiklund, C. 
(2002). Hope and academic success in college. Journal of Educational Psychology, 
94(4), 820–826. https://doi.org/https://doi.org/10.1037/0022-0663.94.4.820   
So, S., Voisin, D. R., Burnside, A., & Gaylord-Harden, N. K. (2016). Future orientation and 
health related factors among African American adolescents. Children and Youth Services 
Review, 61, 15-21. https://doi.org/10.1016/j.childyouth.2015.11.026 
Stephenson, C. (1991). The concept of hope revisited for nursing. Journal of Advanced Nursing, 
16(12), 1456–1461. https://doi.org/10.1111/j.1365-2648.1991.tb01593.x  
Stevens, E. B., Buchannan, B., Ferrari, J. R., Jason, L. A., & Ram, D. (2014). An investigation of 
hope and context. Journal of Community Psychology, 42(8), 937–946. 
https://doi.org/10.1002/jcop.21663  
Stewart, E. B. (2007). School structural characteristics, student effort, peer associations, and 





Stewart, E. B. (2008). School structural characteristics, student effort, peer associations, and 
parental involvement the influence of school-and individual-level factors on academic 
achievement. Education and Urban Society, 40, 179–
204. https://doi.org/10.1177/0013124507304167 
Stoddard, S. A., Zimmerman, M. A., & Bauermeister, J. A. (2010). Thinking about the future as 
a way to succeed in the present: A longitudinal study of future orientation and violent 
behaviors among African American youth. American Journal of Community Psychology, 
48(3-4), 238–246. https://doi.org/10.1007/s10464-010-9383-0  
Stojcic, I., Wei, Q., & Ren, X. (2020). Historical Sustenance Style and Social Orientations in 
China: Chinese Mongolians Are More Independent Than Han Chinese. Frontiers in 
psychology, 11, 864. https://doi.org/10.3389/fpsyg.2020.00864 
Stoll, M., & McLeod, J. (2020). Guidance teachers’ and support staff's experience of working 
with pupils with mental health difficulties in two secondary schools: an IPA study. 
British Journal of Guidance & Counselling, 48(6), 815-825. 
doi: 10.1080/03069885.2020.1785391 
Stone, S., Shields, J. P., Hilinski, A., & Sanford, V. (2013). Association between addition of 
learning support professionals and school performance: An exploratory study. Research 
on Social Work Practice, 23(1), 66–72. https://doi.org/10.1177/1049731512464581 
Sun, R. C., & Shek, D. T. (2012). Beliefs in the future as a positive youth development construct: 
A conceptual review. The Scientific World Journal, 1–8. 
https://doi.org/10.1100/2012/527038  
Sung, K. T. (2000). Respect for elders: Myths and realities in East Asia. Journal of Aging and 




Sung, Y., Turner, S. L., & Kaewchinda, M. (2012). Career development skills, outcomes, and 
hope among college students. Journal of Career Development, 40(2), 127–145. 
https://doi.org/10.1177/0894845311431939  
Sussman, S., Pokhrel, P., Ashmore, R. D., & Brown, B. B. (2007). Adolescent peer group 
identification and characteristics: A review of the literature. Addictive Behaviors, 32(8), 
1602–1627. https://doi.org/10.1016/j.addbeh.2006.11.018  
Swenson, L. M., Nordstrom, A., & Hiester, M. (2008). The role of peer relationships in 
adjustment to college. Journal of College Student Development, 49(6), 551–567. 
https://doi.org/10.1353/csd.0.0038 
Svanum, S., & Bigatti, S. (2006). Grade expectations: Informed or uninformed optimism, or 
both? Teaching of Psychology, 33(1), 14–18. 
https://doi.org/10.1207/s15328023top3301_4  
Taylor, R. D., Oberle, E., Durlak, J. A., & Weissberg, R. P. (2017). Promoting positive youth 
development through school‐based social and emotional learning interventions: A meta‐
analysis of follow‐up effects. Child Development, 88(4), 1156–1171. 
https://doi.org/10.1111/cdev.12864. 
Tennen, H., Affleck, G., & Tennen, R. (2002). Clipped feathers: The theory and measurement of 
hope. Psychological Inquiry, 13(4), 311–317. 
Thapa, A., Cohen, J., Guffey, S., & Higgins-D’Alessandro, A. (2013). A review of school 





Tong, E. M., Fredrickson, B. L., Chang, W., & Lim, Z. X. (2010). Re-examining hope: The roles 
of agency thinking and pathways thinking. Cognition and Emotion, 24(7), 1207-1215. 
https://doi.org/10.1080/02699930903138865 
Trommsdorff, G. (1983). Future orientation and socialization. International Journal of 
Psychology, 18(5), 381–406. https://doi.org/10.1080/00207598308247489 
Tsetsegmaa, T. S. (2016). Developing the career guidance service in Mongolia by using practice 
of North Asian countries. 글로벌문화연구, 7(2), 39-55. 
Tsoohuu, K. (2014). Mongoly: Kto my? [Mongolians: Who are we?]. Novye issledovaniya Tuvy 
[The New Research of Tuva], 4, 59–79. 
Valero, D., Hirschi, A., & Strauss, K. (2015). Hope in adolescent careers: Mediating effects of 
work motivation on career outcomes in swiss apprentices. Journal of Career 
Development, 42(5), 381–395. https://doi.org/10.1177/0894845314566866  
Valle, M. F., Huebner, E. S., & Suldo, S. M. (2006). An analysis of hope as a psychological 
strength. Journal of School Psychology, 44(5), 393–406. 
https://doi.org/10.1016/j.jsp.2006.03.005  
Van de Vijver, F. J., & Leung, K. (2021). Methods and data analysis for cross-cultural 
research (Vol. 116). Cambridge University Press. 
Van Ryzin, M. J. (2011). Protective factors at school: Reciprocal effects among adolescents’ 
perceptions of the school environment, engagement in learning, and hope. Journal of 
Youth and Adolescence, 40(12), 1568–1580. https://doi.org/10.1007/s10964-011-9637-7  
Varela, J. J., Savahl, S., Adams, S., & Reyes, F. (2019). Examining the relationship among 




cultural comparison. Child Indicators Research, 13(3), 819–838. 
https://doi.org/10.1007/s12187-019-09648-0  
Wang, J., Brown, D. G., & Agrawal, A. (2013). Climate adaptation, local institutions, and rural 
livelihoods: A comparative study of herder communities in Mongolia and Inner 
Mongolia, China. Global environmental change, 23(6), 1673-1683. 
https://doi.org/10.1016/j.gloenvcha.2013.08.014 
Wang, M. T., Selman, R. L., Dishion, T. J., & Stormshak, E. A. (2010). A tobit regression 
analysis of the covariation between middle school students' perceived school climate and 
behavioral problems. Journal of Research on adolescence, 20(2), 274-286. 
doi:10.1111/j.1532-7795.2010.00648.x.  
Wang, MT., Degol, J. (2016) School climate: A review of the construct, measurement, and 
impact on student outcomes. Educ Psychol Rev 28, 315–352. 
https://doi.org/10.1007/s10648-015-9319-1 
Wang, W., Vaillancourt, T., Brittain, H. L., McDougall, P., Krygsman, A., Smith, D., 
Cunningham, C. E., Haltigan, J. D., & Hymel, S. (2014). School climate, peer 
victimization, and academic achievement: results from a multi-informant study. School 
Psychology Quarterly: The Official Journal of the Division of School Psychology, 
American Psychological Association, 29(3), 360–377. 
https://doi.org/10.1037/spq0000084  
Way, N., Reddy, R., & Rhodes, J. (2007). Students’ perceptions of school climate during the 
middle school years: Associations with trajectories of psychological and behavioral 





Way, S. M. (2011). School discipline and disruptive classroom behavior: The moderating effects 
of student perceptions. The Sociological Quarterly, 52(3), 346–375. 
https://doi.org/10.1111/j.1533-8525.2011.01210.x  
Weinstein, C. S., Tomlinson-Clarke, S., & Curran, M. (2004). Toward a conception of culturally 
responsive classroom management. Journal of Teacher Education, 55(1), 25–38. 
https://doi.org/10.1177/0022487103259812 
Wentzel, K. R. (1993). Does being good make the grade? Social behavior and academic 
competence in middle school. Journal of Educational Psychology, 85(2), 357–364. 
https://doi.org/10.1037/0022-0663.85.2.357  
Wentzel, K. R., & Caldwell, K. (1997). Friendships, peer acceptance, and group membership: 
Relations to academic achievement in middle school. Child Development, 68(6), 1198–
1209. https://doi.org/10.1111/j.1467-8624.1997.tb01994.x  
Weyns, T., Verschueren, K., Leflot, G., Onghena, P., Wouters, S., & Colpin, H. (2017). The role 
of teacher behavior in children's relational aggression development: A five-wave 
longitudinal study. Journal of School Psychology, 64, 17–27. 
https://doi.org/10.1016/j.jsp.2017.04.008 
Whitlock, J. L. (2006). Youth perceptions of life at school: Contextual correlates of school 
connectedness in adolescence. Applied Developmental Science, 10(1), 13–29. 
https://doi.org/10.1207/s1532480xads1001_2  
Wilkins, K. G., Santilli, S., Ferrari, L., Nota, L., Tracey, T. J. G., & Soresi, S. (2014). The 
relationship among positive emotional dispositions, career adaptability, and satisfaction 





Williams, F., & Cornell, D. (2006). Student willingness to seek help for threats of violence in 
middle school. Journal of School Violence, 5, 35−49. 
https://doi.org/10.1300/J202v05n04_04 
Wilson, D. (2004). The interface of school climate and school connectedness and relationships 
with aggression and victimization. Journal of School Health, 74(7), 293–299. 
https://doi.org/10.1111/j.1746-1561.2004.tb08286.x  
Wong, S. S., & Lim, T. (2009). Hope versus optimism in Singaporean adolescents: Contributions 
to depression and life satisfaction. Personality and Individual Differences, 46(5-6), 648-
652. https://doi.org/10.1016/j.paid.2009.01.009 
Wong, T. K. Y., Parent, A.-M., & Konishi, C. (2019). Feeling connected: The roles of student-
teacher relationships and sense of school belonging on future orientation. International 
Journal of Educational Research, 94, 150–157. 
https://doi.org/10.1016/j.ijer.2019.01.008  
Wood, L., Smith, J., Varjas, K., & Meyers, J. (2017). School personnel social support and 
nonsupport for bystanders of bullying: Exploring student perspectives. Journal of school 
psychology, 61, 1–17. https://doi.org/10.1016/j.jsp.2016.12.003 
Yang, E. F., Chang, B., Cheng, H. N., & Chan, T. W. (2016). Improving pupils’ mathematical 
communication abilities through computer-supported reciprocal peer tutoring. Journal of 
Educational Technology & Society, 19(3), 157-169. 
Yang, Q., Ling, Y., Huebner, E. S., Zeng, Y., & Liu, C. (2019). Assessing the measurement 
invariance of the children’s hope scale in Chinese and American adolescents. Journal of 





Yin, X., Li, Z., Yuan, Y., & Wang, Z. (2019). Developmental trajectory of hope among late-
adolescents: Population heterogeneity and the impact of gender and family 
socioeconomic status. Journal of Adolescence, 72, 124–131. 
https://doi.org/10.1016/j.adolescence.2019.03.003  
Yotsidi, V., Pagoulatou, A., Kyriazos, T., & Stalikas, A. (2018). The role of hope in academic 
and work environments: An integrative literature review. Psychology, 09(03), 385–402. 
https://doi.org/10.4236/psych.2018.93024  
You, S., Furlong, M. J., Felix, E., Sharkey, J. D., Tanigawa, D., & Green, J. G. (2008). Relations 
among school connectedness, hope, life satisfaction, and bully victimization. Psychology 
in the Schools, 45(5), 446–460. https://doi.org/10.1002/pits.20308  
You, S., Lee, J., & Lee, Y. (2020). Relationships between gratitude, social support, and prosocial 
and problem behaviors. Current Psychology. https://doi.org/10.1007/s12144-020-00775-
4  
Yu, C., Li, X., Wang, S., & Zhang, W. (2016). Teacher autonomy support reduces adolescent 
anxiety and depression: An 18-month longitudinal study. Journal of Adolescence, 49, 
115–123. https://doi.org/10.1016/j.adolescence.2016.03.001  
Zhang, H., Chi, P., Long, H., & Ren, X. (2019). Bullying victimization and depression among 
left-behind children in rural China: Roles of self-compassion and hope. Child abuse & 
neglect, 96, 104072. https://doi.org/10.1016/j.chiabu.2019.104072 
Zhang, W., Chen, L., Yu, F., Wang, S., & Nurmi, J.-E. (2014). Hopes and fears for the future 





Zhang, X., Xuan, X., Chen, F., Zhang, C., Luo, Y., & Wang, Y. (2016). The relationship among 
school safety, school liking, and students' self‐esteem: Based on a multilevel mediation 
model. Journal of school health, 86(3), 164-172. https://doi.org/10.1111/josh.12364 
Zhong, X., & Yuan, K. H. (2011). Bias and efficiency in structural equation modeling: 
Maximum likelihood versus robust methods. Multivariate Behavioral Research, 46(2), 
229-265. https://doi.org/10.1080/00273171.2011.558736 
Zullig, K. J., Koopman, T. M., Patton, J. M., & Ubbes, V. A. (2010). School climate: Historical 
review, instrument development, and school assessment. Journal of Psychoeducational 
Assessment, 28(2), 139–152. https://doi.org/10.1177/0734282909344205 
Zwick, W. R., & Velicer, W. F. (1986). Comparison of five rules for determining the number of 








Mongolian Secondary School—Fall Survey 2019 
Items used for the present study are colored in yellow. The questions measuring hope and future 
orientation were included together in the same set of questions, those being questions 1-10. 
Questions 1-6 are from the hope measure while questions 7-10 are from the future orientation 
measure. Questions 1, 2, and 6 represent the agency sub-component of hope while questions 3, 4, 





Please do not write your name on this survey. Please answer all the questions on this 
survey.  
Part 1: Questions about goals. 
INSTRUCTIONS: Circle a number to the right of each 































1. When I have a problem, I can come up with lots of ways to 
solve it. 
1  2 3 4 5 
2. I can think of many ways to get the things in life that are 
most important to me. 
1  2 3 4 5 
3. I am doing just as well as other kids my age. 1  2 3 4 5 
4. I think the things I have done in the past will help me in the 
future. 
1  2 3 4 5 
5. I think I am doing pretty well. 1  2 3 4 5 
6. Even when others want to quit, I know that I can find ways 
to solve a problem.  
1  2 3 4 5 
7. I often think about my future and what I want to do with my 
life. 
1  2 3 4 5 
8. I work hard now to create a better future for myself. 1  2 3 4 5 
9. I am the type of person who sets goals and works hard to 
achieve them. 
1  2 3 4 5 
10. I am serious about working hard now so I will have a good 
future. 
1  2 3 4 5 
  
Part 2:  Questions about school. 
INSTRUCTIONS: For each item, indicate your answer by 
































Teachers at your school       
11. My teachers try to understand my problems.  1  2 3 4 5 
12. My teachers listen to me.   1  2 3 4 5 
13. My teachers support me when I have problems.  1  2 3 4 5 
14. Teachers go out of their way to address my needs. 1  2 3 4 5 
15. My teachers are willing to listen to my problems.  1  2 3 4 5 
  
Students and Friends at your school       
16. I get along with other students at school. 1  2 3 4 5 
17. Students talk to me.  1  2 3 4 5 
18. Students support me.  1  2 3 4 5 
19. Students help me.  1  2 3 4 5 
20. I feel accepted by other students.  1  2 3 4 5 




































21. I look forward to coming to school.   1 2 3 4 5 
22. I enjoy being at school.   1 2 3 4 5 
23. I feel included at school. .78  1 2 3 4 5 
24. I am part of a community. .84  1 2 3 4 5 
  
 Diversity and acceptance at your school NEW ITEMS CREATED FOR Fall 2019 
25. I can express myself freely at this school. 
 
 1 2 3 4 5 
26. If I talk or dress differently than others, students will not 
judge me. 
 1 2 3 4 5 
27. My cultural background and beliefs are valued at this school.  1 2 3 4 5 
28. Students at this school accept me for who I am.  1 2 3 4 5 
29. When my personal preferences differ from others, I still feel 
respected at this school. 
 1 2 3 4 5 
 Rules at your school 
30. The rules at school are clear to me.   1 2 3 4 5 
31. The school rules help me to feel safe.  1 2 3 4 5 
32. School rules protect me.   1 2 3 4 5 
33. The school rules make it clear to me that certain behaviors are 
unacceptable. 
 1 2 3 4 5 
34. I understand why the school rules are in place.   1 2 3 4 5 
35. I know the school rules.   1 2 3 4 5 
36. I am required to follow the rules at school.   1 2 3 4 5 
  
 Assistance at your school 
37. I can report bad behavior to school officials.   1 2 3 4 5 
38. I am confident to talk to a teacher if I am bullied.   1 2 3 4 5 
39. I know how to report problems to school officials.   1 2 3 4 5 
40. I can report incidents at school without others finding out.   1 2 3 4 5 
41. It is okay to tell a teacher if I feel unsafe.   1 2 3 4 5 





Support and assistance from school workers 
For the next questions, think about school workers at your 
school (who are not teachers) such as the social worker, school 






























42. School workers assist me with a crisis or emergency. 1 2 3 4 5 
43. School workers help me do well in my classes. 1 2 3 4 5 
44. I discuss my strengths and goals with a school worker. 1 2 3 4 5 
45. School workers support me with family problems or 
conflicts with other students. 
1 2 3 4 5 
46. School workers help me plan my future. 1 2 3 4 5 
      
 
HOW YOU HAVE BEEN FEELING IN THE PAST TWO 
WEEKS? 
 
47. Happy 1 2 3 4 5 
48. Calm 1 2 3 4 5 
49. Have had a positive attitude about myself 1 2 3 4 5 
 
   
 
NEW SCALE  
          
Part 3.  School experiences in the past six months. 
INSTRUCTIONS:   
Think about what has happened at school in the past six months.    






































50. I was called mean names, made fun of or teased in a hurtful 
way. 
1 2 3 
51. Other students excluded me from groups or completely ignored 
me. 
1 2 3 
52. I was hit, kicked, pushed, or shoved. 1 2 3 
53. Other students told lies about me or tried to make others dislike 
me. 
1 2 3 
54. I had money or other things taken away from me or destroyed. 1 2 3 
55. I was threatened or forced to do things I did not want to do. 1 2 3 
56. I was bullied with mean names about my physical appearance. 1 2 3 
57. I was bullied with mean names or gestures with a sexual 
meaning. 
1 2 3 
58. I was bullied with mean or hurtful messages or pictures on the 
phone or computer. 






GO TO NEXT PAGE 
Part 4.  School behavior in the past six months. 
INSTRUCTIONS:   
Think about how you have acted at school in the past six months.    







































59. I called another student mean names, made fun of or teased him 
or her in a hurtful way. 
1 2 3 
60. I excluded a student(s) from groups or completely ignored them. 1 2 3 
61. I hit, kicked, pushed, or shoved a student(s). 1 2 3 
62. I told lies about a student or tried to make others dislike them. 1 2 3 
63. I took money or other things away from a student or destroyed 
his or her belongings. 
1 2 3 
64. I threatened or forced a student to do things he or she did not 
want to do. 
1 2 3 
65. I bullied a student(s) with mean names about their physical 
appearance. 
1 2 3 
66. I bullied a student(s) with mean names or gestures with a sexual 
meaning. 
1 2 3 
67. I bullied a student(s) with mean or hurtful messages or pictures 
on the phone or computer. 
1 2 3 
 
Part 5: INSTRUCTIONS: Please place a check mark to indicate your answer for each 
question. 
 
68. Your gender:   69. Which best describes you:   
_____ Boy   _____ Khalkh/Halh _____ Dövöd 
 _____ Girl   _____ Kosak  _____Other   
 _____ Other 
 
70. Your age:     71. Your year in school: 






72. How long have you attended this school? 
_____ I am new to the school this year 
_____ 1 year 
_____ 2 years 
_____ 3 years 
_____ More than 3 years 
 




_____ 1 school 
_____ 2 schools 
_____ 3 schools 
_____ 4 schools 
_____ 5 or more schools  
 
GO TO THE NEXT PAGE 
74. On an average day, how many hours do you spend on homework? 
 _____ Less than 15 minutes 
 _____ 15-29 minutes 
 _____ 30-59 minutes 
 _____ 60--119 minutes 
 _____ 120-180 minutes 
 _____ More than 180 minutes 
 
75. Where do you live when you are in school? 
 _____ With my family 
 _____ At the school dormitory 
 _____ Other 
 
 
76. How would you rate your grades in school? 
 _____ Needs significant improvement 
 _____ Needs some improvement 
 _____ Adequate 
 _____ Very good 
 _____ Outstanding 
 
77.  On an average day, how much time do you spend on a computer, tablet or phone for entertainment, 
social interaction and/or gaming? 
 _____ Less than 15 minutes 
 _____ 15-29 minutes 
 _____ 30-59 minutes 
 _____ 60-119 minutes 
 _____ 120-180 minutes 
 _____ More than 180 minutes 
 
78. When you are at school, how often does being hungry bother you when you try to focus on your 
schoolwork? 
___Never    ___Once a week  ___Several days a week      ___Almost every day           
 
79. How often do you get 8 or more hours of sleep each night? 
___Never   ___Once a week    ___Several nights a week      ___Almost every night         
 
80. How often do your parents or guardians attend the teacher meetings at school?  
___Once a year ___Twice a year        ___Three times a year       ___Four or more times a year 
 
81.  At your school, how often do you feel physically and emotionally safe? 





82. Think about your family’s resources, such as food, housing, money, animals, and transportation.  Circle a 
point on the line to show how many resources your family has: 
A small amount    I____I____I____I____I____I____I____I    A very large amount 
 
GO TO THE NEXT PAGE 
LAST PAGE 
 
83. What is your father’s highest education level? 
___ Completed elementary school 
___ Completed secondary school 
___ Completed some university or a training program 
___ Completed university 
 
84. What is your mother’s highest education level? 
___ Completed elementary school 
___ Completed secondary school 
___ Completed some university or a training program 




Thank you for completing the survey.  We are interested in your suggestions for improving the 
safety and support for students at this school. Your responses are anonymous and teachers will 
not see your handwriting.         Please share your ideas in the space provided.  
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 
